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ABSTRACT
A Comparison of the Effectiveness of Professionals,
Nonprofessionals, and Self-Help Groups in Teaching Assertiveness
May, 1982
Marjorie Manthei, B.A., Southern Illinois University
M. A. (Honours), University of Canterbury (New Zealand),
Ed.D., University of Massachusetts
Directed by: Associate Professor William Lauroesch
The purpose of this study was to compare the instructional
outcomes of assertion training courses (a) taught by professional staff
members of the Christchurch Polytechnic in New Zealand, (b) taught by
nonprofessional consumer teachers, and (c) offered within a self-help
format. A secondary purpose was to evaluate the effectiveness of
assertion training courses within an educational setting.
The topic stemmed from an interest in community education
principles, mainly that people should be allowed and encouraged to
take responsibility for their own growth and that a variety of learning
opportunities should be available at a reasonable cost. Because of the
worsening economic situation in New Zealand, government policies were
being instigated which would seriously threaten such opportunities.
Alternatives to the usual practice of hiring paid professional staff to
organize and teach community—oriented courses were, therefore, urgently
needed. The use of consumer teachers (former course members selected
v
and trained to teach others) and self-help groups were seen as two
alternatives.
The subjects included 96 participants in nine different assertion
training courses. The courses were randomly assigned to one of the
three experimental groups; participants enrolled for a particular
course without prior information regarding these groups.
The experimental design used in the study was a compromise
experimental-control group design with five dependent variables and
two co-variates. The independent variables for the analyses included
experimental group and time of course.
Instructional outcome was measured by analyzing data from five
sources: a self-report questionnaire of subjects’ comfort levels in a
variety of situations, a test of knowledge, self-reported incidence of
assertive behavior, a course evaluation, and attendance and attrition
rates
.
Multivariate analyses (MANCOVA) indicated that at posttesting
there were significant differences on only one of the variables:
subjects' reactions to the organization and leadership aspects of their
course. Comparison of pre and post scores indicated that, overall,
participation in the assertion training classes resulted in increased
knowledge of assertiveness and improved confidence in handling
situations requiring an assertive response.
The results were discussed in relation to the role of the
professional, the relationship between professional and nonprofessional,
vi
and improvements needed in the organization of self-help groups.
Implications of the findings to polytechnics, other institutions,
and course members were also discussed.
vii
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CHAPTER I
INTRODUCTION TO THE PROBLEM
Background and Rationale
The topic of this study stemmed from an interest in community
education and more specifically from an interest in the continuation
and improvement of the community education efforts of the Community
Studies Department of the Christchurch Polytechnic in Christchurch,
New Zealand.
Although historically the main activity of New Zealand polytechnics
has been vocational training at apprentice and technician level, the
Christchurch Polytechnic has developed a strong non-vocational
component as well. A variety of short-term, community-oriented courses
and programs has been available from the late 1960s and has increased
steadily in number and variety since.
Several factors influenced the shift from a single-purpose
technical institute to a multi-purpose polytechnic. The radical
forces of the 1960s, especially the women's movement which encouraged
a complete reassessment of vocational, educational, and personal issues,
were a major factor as was the American emphasis on personal development,
self actualization, and acquisition of interpersonal skills as
legitimate aims of education. Undoubtedly, the decrease in apprentice-
aged students during the early 1970s made adult education programs more
attractive, and with a stable economy and full employment there were no
1
2barriers to growth within the educational system. In fact, at that time
polytechnics, being the newest and least static of the tertiary
institutions, were encouraged to grow, diversify, and experiment.
In Christchurch, where key positions were held by community-
oriented educators, a variety of new learning opportunities were
launched: motivational and confidence building courses for women,
foreign languages, English as a Second Language, assertion training,
leadership skills, communication skills, politics and business courses.
Previously, many of these courses were unavailable through a tertiary
institution; the response to them, therefore, was considerable and
immediate and has increased steadily since then. By 1975 the largest
department in the Polytechnic was essentially a non-vocational
,
non-technical one. Obviously, people interested in and competent to
teach such courses were hired, and for several years the greatest growth
was in this area.
By 1980, however, the economic situation in New Zealand had
deteriorated, due mainly to severe domestic and international inflation,
trade deficits, and limited overseas markets. For the first time in
recent history unemployment was a recognised problem, eventually
reaching a peak higher than that during the Great Depression. Cut-backs
in government spending became necessary, thus halting the rapid and
unregulated growth of institutions such as the polytechnics. In a
country where full employment had been a firm government policy for
years, non—vocational courses were the first to lose financial support.
Yet, simultaneously the demand for and response to such courses were
increasing to the point where pressure from community groups to continue
and even expand them made it necessary to seek alternative methods of
organization and finance to meet those demands.
Several possible solutions to the supply and demand discrepancy
existed
:
1. A "user pays" system could have been Implemented under which
the fee charged for a course would cover the total cost of organizing,
advertising, and teaching the course. Because polytechnics have been
financed by the government, only nominal feeB have been charged; for a
course to become self-sufficient, an increase of 300-500% would be
required, making many courses financially prohibitive for people in the
lower-income bracket. This solution was, therefore, unacceptable from a
community education standpoint.
2. The still unsatisfied demand for more community-oriented
courses could have been channelled into organizations such as community
centers, volunteer organizations, and private mental health/counseling
centers. In fact, the Christchurch Polytechnic had already assisted in
the development of community-based programs in a variety of such
agencies. 'The disadvantages of a determined effort to develop or
transfer courses on a large scale to these organizations, however, were
numerous
:
(a.) The course fees charged by private mental health centers were
at least equal to those charged under the "user pays" system described
above. For the same reason stated previously, these fees were
unacceptable for community-oriented courses.
(b.) Many private organizations operated with volunteer personnel
only. Although the quality of the programs offered by volunteer
Aorganizations has been high, the operations were mainly on a small
scale, and the personnel changed frequently, making coordination and
continuity difficult. By assuming responsibility for additional
programs as well as for the training of teachers for such programs,
the advantages of the smaller, volunteer organizations would be lost.
(c.) The various community education institutions, in recognition
of the need for cooperation, have developed different, complementary
programs. In light of the economic difficulties faced by all such
organizations
,
it would not be possible for smaller organizations to
maintain their own programs and add those with which the Polytechnic
needed assistance. In fact, many community centers and volunteer
organizations have requested assistance from the Polytechnic in
maintaining their present programs; traditionally this was in the
form of secretarial and publicity assistance, although increasingly
it has been in program planning and tutoring assistance as well. It
was unlikely, then, that such organizations would be in the position
to offer such assistance to the Polytechnic.
3. Another solution would have been the reallocation of resources
within the Polytechnic from reliance on the traditional full-time paid
professional to the development of alternative modes of instruction not
solely dependent on government funds . This option had the advantage of
using the still vast resources of the Polytechnic, mainly the full-time
paid staff members and the secretarial services, while increasing the
flexibility of what could be offered and how much energy could be
channelled into community education efforts. What seemed the most
viable alternatives were the development of leaderless self-help groups
and the use of nonprofessional tutors to supplement the programs
offered under the traditional system.
The rationale for these alternatives was based on three assumptions:
1. That present resources (time, personnel, and money) could not
meet the continuing and increasing demand for short non-vocational
courses currently offered at the Polytechnic and taught by professional
staff
.
2. That broadly-based educational institutions should not only
provide learning opportunities for the community but also should
encourage and foster the development of alternative educational
experiences (Alinsky, 1969, 1971; Armstrong, 1977; Fried, 1980; Green,
1975; Winecoff & Powell, 1975; Zax & Specter, 1974).
3. That community resources should be utilized more effectively
and efficiently than they are at present. One virtually untapped
resource, the very people who enroll in courses, has been largely
ignored. Their energy and expertise, if tapped, could provide a
valuable additional resource. This assumption forms the basis for the
wide interest in the use of paraprof essionals in mental health and
educational settings (see Review of Literature in the following chapter)
.
Purpose of the Study
The feasibility of the proposed solutions of using nonprofessional
tutors, hereafter referred to as consumer teachers (see Definitions
section in this chapter), and self-help groups to supplement courses
taught by full-time staff members was in part dependent upon knowledge
about the effectiveness of these alternatives compared with that of
6professional staff. The purpose of this investigation, therefore, was
to undertake a controlled study to compare instructional outcomes of a
short, non-vocational course (a) taught by professional staff members,
(b) taught by consumer teachers, and (c) offered within a self-help
format
.
The assertion training course, initiated in 1977 by the researcher,
was selected for the comparison because it was short (six weeks) and
well organized, with an abundance of available teaching materials. It
has been one of the best subscribed of the non-vocational courses, thus
providing a sufficiently large number of subjects for the study.
A secondary purpose of the study was to evaluate the effectiveness
of assertion training within an educational setting. The majority of
studies reported in the literature have dealt with mental health or
psychiatric settings (see Review of Literature in the following
chapter)
.
The outcome measures included in the study were:
1 . self-reported comfort level in situations requiring
assertive behavior
2. content mastery of assertive responses
3. incidence of assertive behavior outside the course setting
4. course evaluation
5. attendance and attrition rates.
Each of the instruments used in this assessment is described in
Chapter III.
7Definitions of Key Terms
Assertion training course : A course based on the concept of
assertiveness as described by Alberti and Emmons (1974)
,
Cotier and
Guerra (1976), and Smith (1975), as in the following definition:
Assertion training is primarily concerned with two
major interpersonal goals—anxiety reduction and social
skills training. Behaviorally speaking, an individual
who is assertive can establish close, interpersonal
relationships; can protect him/herself from being
taken advantage of by others; can make decisions and
free choices in life; can recognise and acquire more
of his/her interpersonal needs; and can verbally and
non-verbally express a wide range of feelings and
thoughts, both positive and negative. This is to be
accomplished without experiencing undue amounts of
anxiety or guilt and without violating the rights and
dignity of others in the process. (Cotier and Guerra, p. 3)
The purpose of the course, as outlined in Manthei (1979, 1981) was
to help participants first identify situations where being assertive
was appropriate and then to teach assertion skills relevant to these
situations. A more detailed description of the course content is
included in Appendix I.
Consumer teachers : Participants (i.e., consumers) in an assertion
training course at the Polytechnic who subsequently were selected
and trained to teach assertion training courses to future consumers.
Similar terms used in the literature include nonprofessionals, para-
professionals, peer counselors, and indigenous workers. None of these
terms was appropriate for use in this study because they either failed
to connote an educational setting or they implied a hierarchy
inconsistent with the philosophy of community education.
8Community oriented or non vocational courses : Learning experiences
°f^ ere<^ by the Polytechnic, available to the community-at—large, and not
leading to a specific vocational qualification or certificate.
Self-help groups ; Learning experiences organized by the
Polytechnic but with no designated leader or instructor provided. The
concept was based on the definition offered by Katz and Bender (1976,
p. 9)
:
Voluntary small group structures for mutual aid in the
accomplishment of a specific purpose. They are usually
formed by peers who have come together for mutual
assistance in satisfying a common need, overcoming a
common handicap or life-disrupting problem, and
bringing about desired social and/or personal change.
Significance of the Study
Evaluating the comparative effectiveness of professional teachers,
consumer teachers, and self-help groups within a New Zealand polytechnic
setting was important from both an economic and a research perspective,
as outlined below:
1. Especially when finances are limited, the utilization of staff
time and energy becomes a vital issue. One question this study was
designed to answer was how professional expertise could be used more
effectively: whether to utilize staff to provide direct services or
to free them to develop programs and further resources and engage in
long-term planning. If it were found that courses taught by consumer
teachers or offered through a self-help format were as effective or more
effective than those taught by professional staff, it could be argued,
on grounds of efficiency and community education principles, that
9expansion of such efforts should be encouraged and supported.
2. Nash, Lifton, and Smith (1978, p. 234) observed that relatively
few studies have addressed the issue of paraprofessional effectiveness
compared with professional effectiveness and concluded that "there is a
great need for rigorous studies in other areas, such as cost
effectiveness, which have been neglected by investigators." Although
not designed to investigate cost effectiveness directly, this study did
investigate the relative effectiveness of professionals and
nonprofessionals, making it possible to compare the costs of each.
3. Although evidence does exist which suggests that self-help
groups are effective vehicles for self-improvement, most of it rests on
"soft" research, e.g., subjective reports, continuation and growth of
membership, and the number of referrals from professionals (Grosz, 1972;
Hurvitz, 1974; Wechsler, 1960a, 1960b; Weinberg, 1968).
More objective data have been collected (Stewart, 1955; Stunkard,
1972; Tiebout, 1944; Volkman & Cressey, 1963), but usually without a
comparison or control group. One exception was a series of studies
conducted by Berzon (Berzon, 1964; Berzon & Solomon, 1964, 1966) in
which the effectiveness of professionally-directed therapeutic groups
was compared with that of self-directed therapeutic groups. The
presence or absence of professional leadership did not significantly
affect the group's ability "to establish facilitative conditions, nor
the ability of most of its members to engage in the therapeutic work in
a meaningful way" (p. 492). A direct comparison of self-directed groups
with and without stimulus material was not made; however, the
authors
reported that the use of stimulus material, i.e., workbooks and
10
audiotapes, appeared to improve the functioning of group members (pp.
492-493)
.
Although of direct relevance to this study, Berzon and Solomon's
research (1964, 1966) differed in five important ways from the study
described in this paper: (a) the setting (therapeutic), (b) the size
of the groups (eight or fewer), (c) the number or frequency of sessions
(eighteen sessions in one study and daily sessions in another)
,
(d) the
subjects (volunteers in one study and vocational rehabilitation clients
in another), and (e) the comparison groups themselves (self-directed
and facilitator-directed)
.
The main significance of the present study, then, is that it
evaluated, simultaneously, the effectiveness of self-help groups,
nonprofessionals, and professions within a realistic educational
setting. According to Hartman (1979) there are no formal studies
comparing these groups, despite the wide interest and appeal of the
idea
.
4. It is also significant that the instruments used to evaluate
the instructional outcomes were developed specifically for this study.
Usually research conducted in New Zealand has relied on overseas
measures because local ones have not been available. The development
of instruments designed especially for this country and appropriate
for use with a non-clinical adult population was a major contribution
to the field.
Development of an appropriate assertiveness measure was
particularly significant. Rich and Schroeder (1976, p. 1091) concluded
their review of self-report assertiveness measures by stating that "all
11
inventories, unfortunately, have been developed with college
populations and may not be applicable to other populations." Although
there was an adult assertiveness scale available, reported in 1975 by
Gay, Hollandsworth, and Galassi, it was considered inappropriate for
other reasons (see Methodology section for details).
5. Few studies on the effectiveness of assertion training have
been conducted in a non-clinical setting with an adult population.
Brown and Brown (1980) also emphasized the need for further research on
the effect of therapist/course leader characteristics on assertion
training instructional outcomes. The research described here is
concerned with both of these issues.
6. Finally, the study is significant because of its concern with
community education, a particularly timely topic in New Zealand and
abroad. According to the report submitted to the 36th International
Conference on Education (1977), educational priorities in New Zealand
included an emphasis on adult education, expansion of community-
oriented programs, and development of alternative learning environments.
The obvious conflict resulting from the discrepancy between these
stated priorities and the recent cut-backs in spending further
emphasized the need to develop a feasible alternative to the present
reliance on full-time professional staff and the government-financed
structure of polytechnics.
CHAPTER II
REVIEW OF THE LITERATURE AND STATEMENT OF HYPOTHESES
Although this study assessed the instructional outcomes of
assertion training, the central issue was not the effectiveness of this
particular course, but the comparative effectiveness of professional
full-time staff members, nonprofessional consumer teachers, and self-
help groups. The comparison was made within a community education
framework, i.e., based on the beliefs that educational institutions
should be responsive to community needs, and that people should be
encouraged and enabled to take more responsibility for their education
and development.
This review of literature, therefore, covers the four areas of
concern and is divided into the following sections: (a) the history
and development of community education, (b) research related to the
effectiveness of consumer teachers, (c) research related to self-help
groups, and (d) assertion training.
The hypotheses tested in this study are included in the fifth
section.
The History and Development of Community Education
Examples of interaction between community and education
date to at least the 1770s. According to Cubberley (1948) , in 1783
Robert Takes, upset by the laziness and rowdiness of street urchins on
Sundays, began an experiment which evolved into the time-honored
12
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practice of Sunday School. To many, Benjamin Franklin was considered
the "father" of community education because of his efforts with what
eventually became the lending library. The 1880s also saw the
beginnings of the modern-day extension services, and during the 1900s
an active playground movement, probably the origin of the community
school idea, opened the schoolgrounds to general recreational use
(Dowdy, 1975).
More recently, a variety of educators and events have shaped the
concept of community education into something different from, yet still
related to, the earlier attempts to make education more accessible and
more meaningful to more people. The Highlander Folk School of the
1930s, for example, began in an attempt to offer programs relevant to
the people of a poverty-stricken area of the Appalachian Mountains;
the Cooperative Extension Service utilized volunteers to a great extent
and directly addressed problems at local, usually rural, level; adult
education activities, most notably Adult Basic Education, received wide
support and considerably increased the range of people involved in
continuing education (Oliver, 1976).
Each of these efforts contributed in some unique way to the
philosophy, practice, and diversity of community education. The impact
that such contributions have had on the development of community
education is traced in the following review of literature. The review
is divided into four categories, forming a hierarchy from simple to
complex: (a) community-focussed curriculum, (b) community schools,
(c) process orientation, and (d) community development.
14
Community-focussed curriculum
To some educators, the term community education means community-
focussed curriculum and organization, i.e., a curriculum which
incorporates community life and community issues into instructional
units and an organization which allows children to interact with
their environment. Supporters advocate a topic-centered approach to
instruction, flexible scheduling, multi-age groupings, and open-plan
classrooms (Hickey, 1977; Irwin & Russell, 1971; Olsen, 1977). The
classroom itself is operated as a community with maximum potential
for interaction with materials, other students, and teachers.
The roots of this particular perspective of community education
can be traced directly to the influence of John Dewey, whose impact
was seen mainly in the "breakdown of the isolation of schools from
society, of book learning from vital experience, of the individual
from his environment" (Edman, 1955) . His specific influence on
community education philosophy was best described in a passage from
The School and Society (Dewey, 1915):
From the standpoint of the child, the great waste in the
school comes from his inability to utilize the experiences
he gets outside the school within the school itself; he is
unable to apply in daily life what he is learning at school.
This is the isolation of the school—its isolation from
life. (p. 75)
Although Dewey did not stress the direct use of community
resources to the same extent that community educators today do, he
did advocate an interplay between the community and the school: the
use of experiences outside the school as a basis on which activities
within the school could be modelled (pp. 79-86). Dewey's greatest
influence on community education philosophy was the beliefs that
(a) the community could offer valuable learning aids for curriculum
development and (b) education should be viewed not as separate parts
but as a whole, the basis for the current interest in lifelong learning
(p. 70).
One notable example of translating Dewey's theories into community
education practice was the work of New Zealand educator Sylvia Ashton-
Warner (1963), whose moving accounts of teaching Maori children in the
1930s and 1940s won her world-wide acclaim. Her method of teaching,
referred to as the Creative Teaching Method, demanded that the teacher
had an intimate knowledge of each child's world so that instruction
could be tailored accordingly. Instructional material evolved
"organically", with the children choosing their own vocabulary and
spelling words, even writing their own books. The curriculum revolved
around nature, the pa (Maori community), and its relation to the wider
New Zealand culture. The school became a "creche for living" (p. 137).
Interest in community-focussed curriculum has persisted. Two of
the seven major articles in the special community education issue of
the Journal of Teacher Education (July, 1977), were concerned with
improving curriculum through use of community resources (Hickey, 1977;
Olsen, 1977). According to Hickey, the purpose of community education
was encouraging the student to "identify with something bigger than
self and family" (p. 19). Community education occurred when the
classroom was viewed as a community within itself , the resources of the
larger community were used on a regular basis, and the classroom moved
to the community whenever it could provide a better learning environment
16
than the school (p. 19). For Olsen community education included
focussing instruction on the life concerns of students and the society
in which they lived and utilizing various community resources as the
basis for effective learning. "Resources" included such things as
people, issues, and society expectations but the emphasis was squarely
on their utilization within the traditional school setting (p. 17).
Although an important step toward a community-oriented education
system, because the focus of the examples in this category was on only
one aspect of education, i.e. curriculum, their contribution to the
development of community education has been limited. Some experts in
the field have argued that such efforts should not even be classified
as community education:
Many activities have been falsely labelled as community
education and many community education persons have
promoted as community education things which fall short
of the complete definition. Consequently, community
educators have frequently had to defend their existence
in the light of false conceptions and misunderstandings
about the meaning of community education and its potential.
(Minzey & LeTarte, 1972, p. 3)
Community schools
Elsie Clapp has been referred to as the pioneer of the community
school movement; her viewpoint of community education, as described
in her book, Community Schools in Action (1939), and summarized in
the often—quoted passage below, centered around the insistence that
learning should not be isolated within the schoolhouse walls, and
that the school itself must be responsive to the entire community,
not solely to children.
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What does a community school do? First of all, it meets as
best it can and with everyone’s help, the urgent needs of
the people, for it holds that everything that affects the
welfare of the children and their families is its concern.
Where does school end and life outside begin? There is no
distinction between them, A community school is a used
place, a place used freely and informally for all the needs
of living and learning. It is, in effect, the place where
living and learning converge. (p. 89)
One of the prime factors in the development of the community
school concept was the work of Frank Manley and Charles Mott, whose
joint efforts resulted in one of the largest supporters of community
schools in America—the Mott Foundation of Flint, Michigan. The
impetus and development of the Foundation were fully described in Young
and Quinn's book. Foundation for Living (1963), in which Manley was
credited with the initial idea, motivation, and groundwork for the
first community school efforts in 1935. Mott supplied the necessary
financial backing and his considerable prestige as former mayor and
executive of General Motors.
Many of the characteristics of today's community schools were
evident in this first experiment: cooperation among community agencies
(p. 116), fuller utilization of school facilities (p. 117), response to
public wants (p. 130), inclusion of community members other than
school-aged children (p. 140), interest in issues related to community
well-being and development (pp. 141, 143, and 167), and definite
efforts to publicize the facilities throughout the community (p. 224).
The success of Flint's programs, the international attention they
received, and the continued support from the Mott Foundation all
contributed to the development of community schools in America and
abroad
.
18
Although the community school concept encompasses only one aspect
of community education, it has gained wide support in New Zealand as
well as in America; many definitions of community education are still
synonymous with Clapp's description of a community school (Minzey,
1974; Minzey & LeTarte, 1972; Seay & Associates, 1974; Trotten &
Manley, 1969) . Even when broader definitions have been given, the
examples used to clarify, expand, or illustrate them have usually
referred to the community school. At U.S. government level, for
instance, the community school approach to community education has
received official support, as reflected in the following criteria used
to assess any proposal for community education funds under the
Community Schools Act of 1974:
1. There must be direct and substantial involvement of a public
school in the administration and operation of a community education
program.
2. The community to be served must be a school community or
smaller
.
3. The program must be held in a public facility (e.g., school)
for the majority of time.
The Community Schools and Comprehensive Community Education Act of
1978 provided further proof of government's faith in the community
school model of education: "the school is a primary insitution for the
delivery of services and may be the best instrument for the coordination
of frequently fragmented services."
New Zealand also has embraced the community school concept. In
1974 four New Zealand secondary schools were invited to
participate in
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a pilot scheme designed to enable them to become more responsive to the
continuing education needs of their local community. These schools,
now designated as Community Learning Centres, were given an additional
allocation of teaching hours over which local authorities had control,
8^®^^®^ flexibility of class sizes and length of courses, the addition
of one full-time staff member, an ancillary staffing allowance, and an
operating expenses grant. Four years later, an additional 18 schools
were added to the scheme, thus firmly establishing the concept of
community schools in New Zealand.
Only in minor ways, however, were the community members of the
first community schools directly involved in the organization and
management of the programs. The school was still very much the
provider of the services and the community the consumers. Current
opposition to the school’s central role centers on doubts regarding
the school's ability to meet the challenge of community education.
Udell and Nance (1975) explained that the public school's central
role in community education was based on unrealistic expectations that
(a) the school system possessed all necessary resources for community
education, (b) it was the most efficient delivery system, and (c) the
administrators accepted community education as a responsibility of the
public schools (p. 2).
An interesting study by Loewenberg (1975) was designed to test
the relative effectiveness of community centers located outside the
school with those using school facilities. Initial research was done
to determine how similar the two types of community centers were in
respect to target problems, program activities, and populations served.
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Within the expected boundaries, there were no great differences.
However, it was found that the centers located in a school building
faced problems not faced by the other centers. Most of these problems
«
revolved around the fact that the schools were built for classroom use
(i.e. desks and chairs were too small for adults), and that the
traditional educational functions received highest priority.
Organizational problems also existed. Although the community centers
were autonomous organizations, principals were members of the Board of
Directors, and by virtue of their position became the unofficial
leaders. Another complicated problem arose from the fact that the
principals seldom understood the concept of community education. In
one case (p. 130), the principal complained that too many "strangers"
were using the center.
Today's proponents of community schools advocate less emphasis on
programs and more on process. The following criteria, appearing
consistently in the literature, have been used to assess community
schools (Kaplan, 1975):
1. increased use of facilities
2. programs for all ages
3. increased school-community relations
4. community involvement, including an active community
advisory council
5. integration of community education and the K— 12 curriculum
6. coordination with other agencies in the community.
Although the school was still viewed as the basic unit of the
community education enterprize, the programs themselves were seen
as
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vehicles for accomplishing larger goals. This viewpoint is discussed
more fully in the next two categories, process orientation and
community development.
Process orientation
It is not clear who first used the term "process" to describe
community education, but Seay (1953, 1974a, 1974b) has been given
credit for articulating the belief that the processes inherent in
community education were of equal if not paramount importance to the
programs offered. Seay wrote, "A community school ... involves an
educational process by which the resources of a community are related
to the needs and interest of the people" (1953) and, "Community
education is the process that achieves a balance and a use of all
institutional forces in the education of the people—all of the
people—of the community" (1974b, p. 11).
The program-process issue was explored in greater detail by
educators influenced by Seay (Bright & Case, 1972; Green, 1975; Hickey,
VanVoorhees, & Associates, 1969; Minzey, 1974; Minzey & LeTarte, 1972;
Van Ness, 1971). Hickey et al. identified the process of community
education as consisting of "everything that affects the well-being of
all citizens within a given community" (p. 31). The role of the
community educator, then, included not only teaching but identifying
needs and problems and assisting in the development of programs and
leadership to fulfil those needs. The goal of community education was
aligned to community development in that the aim was to improve the
entire community.
Van Ness (1971) emphasized the importance of process over program,
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stating that Programs are important but only as part of the process"
(p. 1). The steps in the process included developing community support
for the idea of community education; planning the structure, including
financial and administrative structures; and implementing the concept
through forming an advisory council, offering new programs, and
coordinating existing facilities.
To Minzey and LeTarte (1972) the process component was related to
the ultimate goal of community education: community self-actualization,
"the ability of a community to become the best that it is capable of
becoming... to the point that community members are involved in
identifying problems and working through a process which enables them
to plan courses of action and carry through on possible solutions"
(p. 33).
The process usually began, according to these writers, with the
establishment of programs. Unfortunately, in many cases, the effort
stopped there, partly because the programs became a cause in themselves,
partly because on the surface the programs looked like community
education. Eventually, however, the emphasis had to be shifted toward
greater community representation and involvement in the problem-solving
process
.
It is only at this level of operation, that true community
involvement is achieved and true community identity and
change possible.... It is through this technique of
community process that community self-actualization is
achieved and the ultimate in the potential of Community
Education is realized, (p. 41)
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Green (1975) emphasized the importance of process even before
programs were implemented. He isolated five principles underlying
community education. The first principle was ownership: the clear
understanding that the process and the programs belonged to the
community members, not to the school or director. The second principle
was skills training. If people were to become more independent and
“directing, they needed to develop the skills necessary for group
participation, problem solving, and organization. This would be
accomplished only if the director recognized that the process of
community education was the most important aspect of community
education, and that its goal was community members’ active
participation and eventual autonomy.
The third principle identified by Green was acknowledgement of
uniqueness; in other words, an acceptance that the people who lived
in the community were the experts. The fourth principle was
representation. The thrust of community education efforts should be
toward greater representation, not greater efficiency of operation.
The final principle was neutral facilitation, referring to objective,
neutral evaluation of the programs and the process. To Green, the
main work of a community director was the building of a successful
community participation process from the outset, rather than starting
with programs and letting the process emerge.
No discussion of process would be complete without at least a
brief mention of Saul Alinsky. Both of his main writings (1969, 1971)
stressed the importance of process, with an emphasis on skills training,
indigenous leadership, and continuity. "To give help, while denying
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them a significant part in the action, contributes nothing to the
development of the individual. In the deepest sense it is not giving
but taking—taking their dignity" (1971, p. 123).
Alinsky's work was more closely aligned to community development,
by far the most complex and comprehensive viewpoint of community
education, than to process alone. This final category of influences on
community education is discussed below.
Community development
The primary objective of community development is to "promote,
sustain, support
,
and maintain community action. .. toward the solution of
problems to the benefit of the community members" (Griffiths, 1974,
p . 89) .
To some, the division between community education and community
development is indistinct or non-existent, as in the following
definition: "Community development can be defined as the educational
facilitation of an interaction between a community and its residents
for purposes of an improvement of both" (Hierastra, 1976, p. 71). To
others (e.g. Alehin, Donoghue, Ishin, & Marquis, 1964; Armstrong, 1977;
Biddle & Biddle, 1968; Miles, 1974), community education and community
development are different but complementary concepts. Community
education, in order to be more than a series of programs and activities,
must incorporate the philosophy of community development; community
development needs the structure provided by community education in
order to facilitate lasting change and redistribution of power and
resources (Miles, p. 94).
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Whether or not public schools were involved in community develop-
ment projects depended on the specific situation— the goals, the issues
being addressed, the philosophy of the school administrators, the
attitudes of the community members. Unlike the community school
viewpoint of community education, the community development viewpoint
does not accept the school as the focal point. If the school were
involved, the focus must still be on the community and the solution of
its problems through redistribution of resources, power, and knowledge.
Unlike the process orientation viewpoint, community development refers
to more than the process of problem solving; it refers to the
transference of power from the established system to the community.
Obviously, this viewpoint has been controversial, and although many
educators supported it in principle, practical examples reported in the
literature are rare.
In the United States one of the first efforts at community
development through education occurred in Kentucky, Vermont, and
Florida during the Great Depression years. This effort, known as the
Sloan Experiments in Applied Economics, arose out of necessity and
concentrated on issues of survival: food, clothing, and shelter.
What, the researchers asked, would be the effect of gearing traditional
subjects to actual community needs and encouraging students to
implement the new learning at home? The goal was more than to
incorporate community issues into the school curriculum; it was to
foster community development (Olson & Fletcher, 1946) . The Sloan
Experiments were an example of using education as a "power in the
solution of the problems of the people" (Wesler & Minzey, 1977, p.
47);
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although the school was the instigator and force behind the experiments,
the ultimate changes were made by the community.
The Highlander Folk School, a much more revolutionary example of
community development through education, did not rely on a traditional
school for its success. It was modelled after the Danish Folk Schools
of the 1800s and was designed as an avenue through which adults could
identify social problems and areas of oppression and work toward their
eradication. A variety of issues, successes, failures, tensions, and
outside harassments marked its development, but the Highlander School
offered an inspirational example of community education’s power when
combined with community development goals. A concise history was
included in Oliver’s Education and Community (1976) and Adams'
"Education for Social Change" (1976).
Paulo Friere's highly effective method of adult literacy training
was another example of community development outside the traditional
school setting. To Friere (1970) literacy was an entire problem-
solving process beginning with naming the problem and ending with an
attempt at solving the problem. As people became more literate, they
also became more conscious of their oppressions and oppressors,
eventually becoming radicalized to the point of taking steps to
overthrow those oppressors. This process, according to Friere, was
"concientization"
,
or consciousness-raising as it has been called in
the United States and New Zealand.
Friere's work had an immense impact on education in the 1960s and
1970s, mainly through the writings of Ivan Illich (1973) and William
Ryan (1972), the variety of Liberation movements, and more recently
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through the fields of psychoeducation and community psychology. The
War on Poverty efforts of the 1960s attempted to put some of Friere's
theory into practice, but the obvious conflict between government
sponsorship and social action limited the impact of these programs
(Zax & Specter, 1974). The difference between community participation
and community action probably never was clearly understood, nor was the
activist stance that problems were cured only through social change
ever officially accepted.
Two community development programs were initiated in New Zealand
within the last ten years. The first, Community Action Programmes
(CAP)
,
were established in 1974 "to co-ordinate and stimulate
continuing education.... The vision was of a community college without
walls" (Pollock, 1981, p. 18). The direction of each program was
dependent upon the needs of the community, and their operation on the
availability of local resources. The administering bodies were
composed of publicly elected community members and local body nominees.
Pollock described the responsibilities of one CAP group as follows
To fulfil the needs of the community, the CAP staff first
finds out what people want to learn, and establishes
whether this is already being provided by others in the
community. They then either direct people towards existing
opportunities, approach an existing group to meet the need,
or arrange to do so through CAP. (p. 18)
Specific activities have included (a) assisting local groups to
become more effective in their own activities, (b) establishing a
learning exchange in which an individual's learning needs were
matched
with another's teaching offer, (c) providing learning weekends
to
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people in remote areas, and (d) supporting the Adult Reading Assistance
Programme
.
A more school-focussed project was approved by the government in
1978: the Rural Education Activities Programme (REAP). Thirteen
districts were chosen, each given staffing resources for programs from
pre-school through to continuing education. Although local schools
were included on the management committees, so were representatives
from farming organizations, special interest groups, and citizen groups.
Activities of REAP have included:
1. establishment or support of pre-school groups in remote rural
areas
2. development of vocational preparation and community education
programs related to local employment opportunities
3. additional staffing in secondary schools to establish classes
in specialist subjects which because of limited students were not
possible under existing staffing
4. additional resources to meet special local needs, e.g., speech
therapy, outdoor education, horticultural studies.
Despite the fact that few examples the magnitude of those
advocated by Freire and Illich have been reported in the literature,
the social change model of community development has influenced current
community education philosophy. This influence was apparent in
Armstrong's (1977) five-point description of community education and
in Fried's (1980) "empowerment" model of community education. Both of
these descriptions combined the ideas of community-focussed curriculum,
community schools, process, and community development previously
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discussed
.
The first component of community education, according to Armstrong,
was that which broadened the concept of school. Buildings and
equipment, which belonged to the community through taxation, should be
utilized to a greater extent and by different sectors of the community.
The curriculum should be comprehensive enough to attract a greater
diversity of participants, local members should be involved in setting
school policy, and the school should be one of the agents of social
change
.
The second component was an educative function aimed at greater
civic participation, meaning greater involvement of people in political
and economic structures which affected their lives. "Political
literacy" was one of the goals of education in Armstrong's model.
Community action was the third and most controversial component
.
Community action differed from civic participation in that the former
was self-initiated, outside the formal structure, and was aimed at
either preventing a decision from being implemented (protests) or
pressuring for a particular decision to be made (lobbying)
.
The fourth component was public education, which to Armstrong
meant the dissemination of information for the "general good" or
benefit of the community. Community relations was the last component
described in this article. This referred to efforts made to improve
intra-community relations, the purpose of which was to "develop
internal relationships and strengths .. .and foster understanding'
(p. 84) .
Translated into question form as set out below, Armstrong's
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definition of community education could be used to assess a particular
project or activity from a community development perspective.
1. Will the school, as the major educational institution,
be affected by the program and encouraged to change?
2. Will the activity eventually foster greater civic
participation as opposed to greater program participation?
3. Will the activity teach participants skills necessary for
self-initiated efforts? Will participants become politically aware
and effective?
4. Will participation in the activity result in beneficial
changes to the community as well as to the individuals involved?
5. Has an effort been made to reach all community members and to
offer activities acceptable to a range of members? In other words,
will the activity perpetuate the already-existing divisions within a
community or will it contribute to greater contact and understanding
among community members?
Fried's empowerment model of community education could also be
used as a set of criteria to assess a program's community development
potential. A community educator would ask whether a particular program
would (a) expand the notion of who can teach and who can learn, (b)
utilize a community's range of resources, (c) promote learning among
members of all ages and backgrounds, (d) involve the learners as
decision makers, and (e) build a sense of community and encourage
community self-betterment as well as personal development. Although
not as comprehensive as Armstrong's description, these five criteria
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offered a useful framework for people working within a system where
rapid change would be prohibited or ineffective.
Summary
No one definition of community education adequately covers the
variety of projects and programs reported in the literature. As
described in the preceding review, the development of community
education has been influenced by at least four different schools of
thought: one focussing on curriculum change, one on programs and
the expanded use of schools, one on the process itself, and one on
empowerment and social change. The parallel development of these four
schools has resulted in disagreement and confusion over what should be
classified as community education and what the common goals, if any,
should be. However, despite the complexity, agreement on fundamental
issues does exist, namely the breakdown of barriers between school and
community; an expanded use of all resources within a community; a
recognition of the importance of the process used to formulate policy,
plan programs, and teach; and an attempt to help verbalize needs and
meet demands for continuing education. It was within a framework such
as this that the present study was undertaken.
Research Related to the Effectiveness of Consumer Teachers
A 1971 unpublished dissertation (Durlak, 1971) reported that of
300 studies related to the selection, training, and effectiveness of
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nonprofessional workers 1 in the mental health field only six cited
negative results in respect to their effectiveness. However, few
of these studies systematically compared the effectiveness of
nonprofessional workers with professional workers in the same setting,
and many suffered from methodological inadequacies such as lack of a
control group and failure to use pre- and posttesting or objective
criteria of effectiveness. Few studies included subjects outside
psychiatric care, and none included subjects from the middle and upper
socioeconomic groups (Gruver, 1971; Nash, Lifton, & Smith, 1978). The
most common shortcoming was either the complete lack of a control group
(e.g., Korsching & Warner, 1975; Williams, 1970) or the inclusion of a
no-treatment control group instead of a comparison group (e.g., Brown,
1965; Brown, Wehe, Haslam, & Zunker, 1971; Gluckstern, Ivey, & Forsyth,
1978; Perkins, 1974; and Stevenson & Viney, 1973). Although the
reported conclusions were positive towards the effectiveness of non-
professional and peer counselors, the comparison of "something with
nothing" made such conclusions invalid.
Another shortcoming was the failure to use any criteria other than
consumers' impressions for measuring the effectiveness of the program
or service being evaluated. Heiney (1977), for example, reported
that university students receiving orientation counseling from peer
counselors evaluated the program as effective; similarly, Boraks and
Although the term consumer teacher was chosen for use in
this study, the terms nonprofessional, paraprofessional , peer,
and indigenous worker are used synonymously when reporting research
from the literature.
33
Allen (1977) reported a positive reaction to a peer tutoring program.
A study designed to assess the effectiveness of a communications course
for dormitory counselors (Avery, 1978) included clients' rating of
counselor empathy and found that those counselors who completed the
course were more favorably rated than those who did not. A further
study, conducted by Sandmeyer, Ranck, and Chiswick (1979), assessed
a peer-led assertion training program but used only participants'
evaluations, less than half of which were completed and returned.
Regardless of these inadequacies, taken together a consistent
pattern emerged: "Convergent evidence obtained by independent
investigators using different design strategies and methods of
evaluation lends strength to obtained findings" (Durlak, p. 85).
The results of these and the more methodologically acceptable studies
described below, suggested that nonprofessionals were at least equally
effective as professionals, and that the development and extended use
of nonprofessionals as additional resources were therefore warranted.
Although research concerning the effectiveness of paraprofessionals
had been reported prior to Poser's landmark study of 1966 (e.g. Carkhuff
& Truax, 1965a, 1965b; Rioch, Elkes, Flint, Usdansky, Newman, & Silber,
1963), his was the first to systematically compare trained professional
therapists with untrained lay therapists within a psychiatric hospital
setting. His results showed that patients involved in group therapy
led by lay therapists performed significantly better on three of the
six psychological tests used to assess therapist effectiveness; there
were no significant differences on the remaining three measures.
However, the standard deviation on every test was greater for the group
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treated by the lay therapists, suggesting that they "may have helped
some of their patients at the expense of others" (p. 289). Despite the
controversy following the publication of this study, it did clearly
demonstrate that extensive professional training was not a prerequisite
for effective therapeutic work.
Also in 1966, Zunker and Brown reported that nonprofessional
academic adjustment counselors were found to be as effective as
professional counselors on all criteria of counseling effectiveness;
in fact, students counselled by the nonprofessionals obtained
significantly higher grades and reported more satisfaction with the
counseling received than did students counselled by professionals
(p. 742).
Only one reported study investigating the effectiveness of
nonprofessional assertion training leaders included a comparison with
professionally trained leaders. Huey (1979) found that on a behavioral
role play posttest, subjects involved in an assertion training program
exhibited significantly more assertive behaviors than those who were
involved in a discussion (comparison) group and a no-treatment
(control) group. There were no significant differences between the
peer-led and the counselor-led assertion groups, but there was a trend
toward more satisfaction with the peer-led groups.
Summary
Despite the inadequacies of design in the majority of studies
investigating the effectiveness of nonprofessionals, the composite
picture is positive in favor of paraprofessionals, nonprofessional,
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and peer workers.
Durlak’s summary article (1979) reviewed 21 studies meeting his
stringent design criteria, and concluded that:
Overall, outcome results in comparative studies have favored
paraprofessionals
. . . . In only one study were professionals
significantly more effective than all paraprofessionals with
whom they were compared. In terms of measurable outcome,
there were no significant differences among helpers in the
investigations, but paraprofessionals were significantly more
effective than professionals in 12 studies. The central
finding from these comparative studies is that the clinical
outcomes that paraprofessionals achieve are equal to or
significantly better than those obtained by professionals.
(pp. 84-85)
The strongest support for paraprofessional effectiveness came from
studies concerned with the modification of a specific target problem,
including the use of assertion training techniques to overcome shyness
or aggression. Of the 13 studies in this category, 12 reported no
statistical difference between the effectiveness of professionals
and nonprofessionals, and one reported a slight advantage to the
professional (Durlak, p. 85). These findings were consistent with
those cited by other researchers, described above, and support the
hypotheses tested in this study.
The reasons why nonprofessional and paraprofessional workers are
effective have not been researched extensively, but several theories
have been advanced. Among them are:
1. That nonprofessional workers become involved in a helping
profession because of the natural helping skills they possess.
2. Para- and nonprofessionals are able to adopt the techniques
and skills used by effective professionals.
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3. Because of a lesser workload and responsibility,
nonprofessionals and volunteers have greater enthusiasm and interest
than do most professionals. These qualities compensate for their lack
of experience, theoretical background, and prestige.
4. Two studies found that paraprofessionals were significantly
more empathic, warm, and genuine than were professionals (reported by
Durlak, 1979, p. 87).
5. Nonprofessionals are usually carefully selected and trained.
Moreover, the selection is usually based on qualities such as empathy,
warmth, sensitivity, self-confidence, and acceptance of others
(Carkhuff, 1969), whereas professsionals are often selected on the
basis of academic criteria. These may or may not positively correlate
with effectiveness in interpersonal relationships. Similarly, the
training of the two groups usually differs. Nonprofessional training
is usually short; therefore, time is used to teach skills believed to
increase effectiveness in helping relationships. Professional training,
on the other hand, includes theoretical, diagnostic, and administrative
components as well and is therefore not as immediate (Brown, 1974)
.
6. Some people have suggested that the indigenous nature of many
nonprofessionals explains their effectiveness. It is believed that
they can establish rapport quicker than professionals can, therefore
making them more effective when working with people similar to
themselves. However, according to Durlak, comparative research has
offered only partial support for this claim. Furthermore, most of the
controlled research has involved only college populations, Durlak
concluded his discussion of indigenous workers by stating that The
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comparative effectiveness of indigenous and professional helpers
working with non-college populations awaits empirical documentation"
(p. 89).
7. One final theory explaining the effectiveness of
nonprofessionals emphasizes the close supervision usually given
by professionals. In several studies cited by Durlak, the
nonprofessionals were given carefully developed, standardized treatment
packages consisting of a programmed series of activities to follow.
It may be that nonprofessionals have greater faith in such guidelines
than do professionals and, therefore, when following such a program
might have greater expectations for success. This expectation in
itself could account for at least part of the success of non-
professionals. According to Durlak, this success may be closely
related to the professionals' ability "to define, order, and structure
effective sequences of helping activities when training or supervising
paraprofessionals" (p. 88).
Research Related to Self-Help Groups
Classification and definition of self-help groups
The self-help movement has received an increasing amount of
attention during the last five years. Three major books were written
during this time: Caplan and Killilea's Support Systems and Mutual
Help (1976), Katz and Bender's The Strength in Us (1976), and Gartner
and Riessman's Self-Help in the Human Services (1977); at least two
1976 journals, Journal of Applied Behavior Science and Social Pol icy,
devoted entire issues to the topic, and several classification schemes
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and analyses of the literature were completed (Gartner & Riessman,
1977; Hurvltz
,
1974; Katz & Bender, 1976; Killilea, 1976; Sagarin,
1969) . The majority of these and other writings concentrated on self-
help groups in the social service, health, and mental health fields;
nevertheless, the analyses and definitions were relevant to the
community education field as well.
By far the most exhaustive analysis of the literature was
completed by Killilea (pp. 40-66), who classified self-help groups into
20 categories according to purpose. The most relevant categories to
this research study were:
1. expression of the democratic ideal (advisory boards,
consumer participation)
2. alternatives for groups, people, or problems not served
adequately by traditional agencies (food co-ops, women's
health groups, Alcoholics Anonymous)
3. solutions to the shortage of professional workers
(teachers' aids, volunteers, consumer teachers)
4. aids in meeting and coping with life passages or
transitions (widow groups, Gray Panthers, La Leche)
5. support systems for members with a particular problem
or in a particular situation (single parent groups).
Katz and Bender provided a classification system of self-help
groups based on the primary focus or concern of the group: (a) self-
fulfillment or personal growth, (b) provision of alternatives, (c)
advocacy, and (d) provision of refuge for outcasts or desperate people.
The self-help groups in this study would belong to the first
two
39
categories
. Another classification system was adopted by Gartner and
Reissman from work done by Gussow and Tracy (1973). Self-help groups,
the health field, were divided into four categories according
to aim: (a) rehabilitation, (b) primary care, (c) behavior change,
and (d) prevention. The last two were the most relevant to the aims
of the self-help groups investigated in this study.
Sidel and Sidel (1976) listed four characteristics common to all
self-help groups: the participants were both helper and helpee, and
the groups were consumer-initiated, peer-oriented, and problem-centered.
The self-help groups in this study were consumer-initiated only in
that all participants wished to enroll in an assertion training course.
As described in the Methodology chapter, they did not form the groups
themselves nor did they request participation in a self-help group.
The groups did conform to the other three characteristics listed above.
Despite the obvious diversity of self-help groups, the shared
characteristics were identified by Katz and Bender in the following
definition:
Voluntary small group structures for mutual aid in the
accomplishment of a specific purpose. They are usually
formed by peers who have come together for mutual assistance
in satisfying a common need, overcoming a common handicap or
life-disrupting problem, and bringing about desired social
and/or personal change. The initiators and members of such
groups perceive that their needs are not or cannot be met by
or through existing social institutions. (p. 9)
Although the leaderless groups formed at the Polytechnic to help meet
the demand for community-oriented courses did not conform totally to
this definition, the similarities were sufficient to classify the
groups within the self-help movement.
AO
Five of the ten operational assumptions identified by Jacques and
Patterson (1974, pp. 53-54) were directly relevant to this study.
They were:
1. Individuals came together because they had a specific personal
problem or condition which they shared.
2* The status of peer relationships was maintained for all
members within the group.
3. Behavior change was expected by and for each member.
Learning was undertaken at the individual's own pace.
4. Peers identified with the specific program and actively
supported it through their enrollment in the course, continued
attendance, and involvement in the group.
5. Group leadership developed and changed from within the group
on the basis of giving and receiving help in keeping with the program's
purposes and principles.
History of the self-help movement
As was true of many movements which surfaced during the 1960s and
1970s, self-help groups were not new. The Friendly Societies of 19th
century England, for example, were based on mutual aid principles, as
were trade unions, some early religious groups, and many of the
community efforts during the Depression years.
In the 1930s, the American Association of Retarded Children, the
United Cerebral Palsy Foundation, Recovery, Inc., and Alcoholics
Anonymous were initiated. According to Gartner and Reissman (1977)
by 1977 there were over a half-million self-help groups in the United
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States alone: one for almost every disease listed by the World Health
Organization, for almost every conceivable "condition" ranging from
obesity to the parenting of twins, and for a wide range of addictions
and oppressions (p. 6).
In an ambitious survey of 60 American grassroots organizations in
existence in 1976, Perlman (1976) found that the events which fostered
their growth included (a) the economic challenge of Japan, West Germany,
and the Mideast; (b) the Watergate scandal; (c) the exposure of graft
in various government institutions; (d) recession, resulting in
unemployment, inflation, and a decline in public services; (e) the
energy crisis; and (f) the simultaneous growth in defense spending and
multinational corporations. According to Perlman, these events
precipitated a decrease in people's confidence in capitalism and an
increase in their faith in self-initiated and self-controlled groups.
Based on the successes and failures of the 1960s, Perlman identified
three lessons for the following decades:
1. That people would become involved and devote their time and
energy to a cause, but once that cause was achieved and/or when the
goal was too distant, involvement would cease. Therefore, the lesson
was that local issues allowing for direct involvement should be chosen
for mobilization of community efforts.
2. That for continued involvement and success, a mass support
base was necessary; issues must therefore cut across class lines.
3. That to achieve a mass base, rhetoric must be less
intellectual and goals less revolutionary than in the past.
One of the strongest areas within the self-help movement has been
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women's health care groups. Although a relatively new phenomenon in
their present form, the influences date back to the 1800s when women
secretly lectured each other on elementary anatomy, sex, general
hygiene, and birth control (Marieskind, 1976). Modern self-help health
groups were an outgrowth of the women's movement and were formed in
order to make information regarding women's bodies, bodily processes,
and related health care easily understood and available. The emphasis
was and still is on preventive care, not treatment. The impetus for
these health groups came from dissatisfaction with existing health
services and medical treatment, although the issue was much broader.
Women were reacting against the authoritarian attitude of the
traditional health care system and the male-domination of research,
priorities, education, and health options. Women wanted control over
all available options and institutions which controlled those options
that affected their lives (Goldberg, 1977). The women's alternative
health care system in New Zealand has developed along similar lines
and is particularly strong in Christchurch.
Another development in the history of self-help groups was
Reevaluation Counseling, started in Seattle, Washington in 1953.
Based on the belief that all people have the capacity for a high level
of creativity and self improvement, RC relies on cocounseling between
peers. There is no hierarchy and all members of the group are given
equal opportunity for training, growth, and responsibility (Somers,
1972) . Although not extensively researched, this self-help method of
counseling has had an impact on the mental health field (Scheff, 1972).
As did research on the effectiveness of nonprofessional counselors, the
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success of alternatives such as RC has helped to demystify the status of
professionals
.
Another development relevant to self-help groups is bibliotherapy
,
the use of reading material in the treatment of physical or emotional
problems (Glasgow & Rosen, 1978). Bibliotherapy can be self-
administered, used as a supplement in therapy or counseling, or it can
be therapist-administered. The proliferation of self-help manuals,
especially in fields such as assertion training (Landau, 1976) is one
indication of the popularity of this method of self-improvement.
Gambrill (reported in Glasgow & Rosen, p. 17) attempted to test
empirically the use of manuals for increasing women's rates of self-
initiated social contacts. Although it was reported as successful,
the manuals were part of a therapist-administered program. Suggestions
for further research included comparisons of the use of bibliotherapy
with no or minimal therapist contact and the more time-consuming,
costly therapist-directed interventions.
The effectiveness of self-help groups
Evidence does exist that self-help groups are effective; however,
the majority of studies was based on "soft" research such as subjective
reports, continuation of membership and growth of groups, referrals
from professionals, and the fact that they have reached people least
likely to receive or benefit from traditional services (e.g.,
alcoholics, smokers, deformed or retarded people, families of afflicted
people)
.
The few research studies which have been conducted supported the
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conclusion that self-help groups help their members in both intended
and unintended ways. Stunkard (1972) studied 22 chapters of one of the
weight control self-help groups, Take Off Pounds Sensibly (TOPS). He
compared the chapters with each other and with control groups. His
conclusion was:
The results achieved by the single most effective TOPS
chapter were better than those of any of the reported
medical studies ... .The average for all TOPS chapters
was similar to the average achieved by medical treatment.
Finally, the five least effective TOPS chapters and the
single least effective chapter ranked with the poorest
medical results. (p. 144)
Volkman and Cressy (1963) reported reduced recidivism in
exoffenders who were part of a self-help group. The results of
Alcoholics Anonymous have been studied extensively, both internally
and externally, with consistently favorable results. However,
comparison groups were difficult to obtain.
A series of studies by Berzon and associates provided valuable
information on the effectiveness of self-help or leaderless groups.
The first study (Berzon & Solomon, 1964) evaluated a self-directed
therapeutic group, ^ defined as "one which meets without a
professionally-trained leader present to guide its interaction
(p. 491). The criteria for evaluation were absenteeism and attrition
rate, willingness and ability to function without a leader, and self-
reported satisfaction of the experience. The authors reported that
(a) attendance was more erratic than leader-led groups, but not
^The group consisted of voluntary group therapy clients in a
research institute setting.
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significantly so; (b) a leader was requested three times by each group
over an 18-week period; and (c) according to the evaluations, the
participants expectations were fulfilled and in some cases surpassed.
However, the participants did feel that the group would have been more
profitable had there been an appointed leader to help focus the group,
clarify issues, and provide support. The researchers concluded that
"self-directed therapeutic groups are generally feasible, as judged
against the specific criteria of absenteeism and attrition, groups'
ability to function without a leader, and subjective evaluation of the
experience by the group members" (p. 369).
The second study (Berzon & Solomon, 1966) compared the effective-
ness of a self-directed group with a professional-directed group of
vocational rehabilitation clients. Evaluation measures included
personality changes relevant to the experience, subjective evaluations
of the experience, attendance, and attrition rate. One independent
variable was prior experience in a self-exploration group. The
findings were that no significant differences between groups existed,
but that experienced subjects achieved deeper levels of self-exploration
than inexperienced subjects. The researchers concluded that "The
presence or absence of professional leadership did not significantly
affect the group's ability to establish facilitative conditions, nor
the ability of most of its members to engage in the therapeutic work in
a meaningful way" (p. 492).
A third study (Solomon & Berzon in Hart & Tomlinson, 1970, pp.
314-347) was undertaken to investigate the use of stimulus material as
an aid to the inexperienced group members. The comparison was between
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four self esteem groups with professional leadership but no stimulus
material and four groups without professional leadership but with
stimulus material. The material consisted of written instructions
and information, suggested exercises, and review sessions. Again,
there were no significant differences in the outcome measures between
those groups with a leader and those without.
The self-directed groups completed an additional questionnaire
asking them to rate the experience on a five-point scale from very
helpful to very harmful. The results were that 79.2 per cent reported
it as helpful, 12.5 per cent as harmful, and 8.3 per cent as neither
helpful nor harmful. Unfortunately, comparison data were not collected
for the groups with a leader. Compared with the previous study, there
were significantly fewer absences and fewer dropouts with the inclusion
of stimulus material (p. 339).
Based on this series of studies, the authors concluded that
subjective reports of critical incidents from members of
therapeutically-oriented small groups indicate that about
as many helpful growth experiences involve interaction
between peers as involve interaction between group member
and group leader. Contrary to much professional opinion,
people in groups can help one another, without professional
guidance or intervention, and certain kinds of group
interaction may be identified that predictably lead to
therapeutic experiences. (p. 315)
These findings were particularly pertinent to this study which also
incorporated the use of stimulus material in the self-directed
assertion groups.
Conyne and Rapin (1977a) studied the level of group member
interaction in facilitator-directed and self-directed sensitivity
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groups and found that although the results favored facilitator-directed
groups, the differences were insignificant. As was the case with
previous research, the self-directed groups were less task oriented,
more conventional, and more inconsistent than the facilitator-directed
ones (p. 335).
The same authors (1977b) explained the lack of significant
differences between leaderless and led groups by quoting interaction
and group climate research which have shown that personal change and
learning resulted more from the quality of interactions among members
than from the presence or absence of a leader. It has also been shown,
however, that unless a leader emerged in a self-help group, the lack
of direction often meant little of therapeutic value resulted (p. 346).
A similar study reported in Hart and Tomlinson (1970) concluded that
leader-led sessions were more depressed and tense while unled sessions
were warmer and more supportive.
Two studies which investigated self-instructional assertion
training found that such an approach was effective. Carmichael (1976)
compared four assertion training groups of chronic mental patients
—
self-instruction, focussed, modelling only, and no training control
and found that according to judges' ratings, all groups except the
control group showed an increase in assertive responses. The self-
instructional group was slightly superior (p. 22), Rakos and Schroeder
(1979) supplied audiotapes in a self-administered assertion training
program for college students; comparing the results of this two-week
program with a placebo self-administered relaxation group, they
reported that the assertion training group performed significantly
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better on all content and behavior measures used,
Several writers have attempted to explain why self-help groups
work. Jacques and Patterson (1974) offered the following explanation:
1. Members gain knowledge about their condition, problem,
or concern.
2. They learn successful coping skills.
3. They are motivated and supported by others with similar
experiences
.
4. They benefit from feedback and sharing with other members.
5. Their successes in problem-solving are reinforced, encouraging
further attempts at improvement.
6. They experience less isolation and alienation through
identification with the group.
In addition to these factors, Levy (1976) emphasized the importance
of modeling. Antze (1976) included the power of persuasion and
indoctrination as an explanation of the effectiveness of self-help
groups
.
Group dynamics research, most notably that conducted by White and
Lippitt (1953) and Coch and French (1948), has indicated that experience
arising from democratic and egalitarian problem-solving usually resulted
in more personal growth, leadership ability, and self-esteem than from
other forms of organization. The shared leadership indicative of self-
help groups could, therefore, account for the high degree of
satisfaction often reported by the members of such groups.
The "helper therapy principle" (Riessman, 1965) was the explanation
given by most writers for the apparent success of self-help groups in
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solving problems not solved by more traditional forms of help.
Although at the time Riessman coined this phrase little research had
been conducted to support the hypothesis, several cases were cited as
evidence of the power of helping others: (a) ‘when indigenous non-
professionals were involved in social work at neighborhood level, their
own problems decreased; (b) when fast readers were used to help slow
readers, they both improved; and (c) in groups such as Alcoholics
Anonymous and Recovery, Inc. each member was a helper and appeared to
benefit from that role. The factors offered by Riessman to explain the
helper therapy principle were: (a) helpers experienced an improved
self-image through doing something worthwhile, (b) they became
committed to something by advocating it, (c) the involvement distracted
them from their own problems, and (d) by teaching others they learned
coping behaviors themselves.
Past research supported at least part of this explanation; for
example, research conducted by King and Janis (1956) showed that even
when subjects were instructed to advocate a certain position, in doing
so they often convinced themselves. Instances of people engaged as
teachers learning as much or more than those being taught have been
well-documented for over a century (Bell, 1832; Cloward, 1967; Fowler,
1866; Gartner, Kohler, & Riessman, 1971; Grosser, 1966; Wright, 1960).
The helper therapy principle, also referred to as double-change
phenomenon (Whalen & Henker, 1971), has been cited in numerous articles
and books since Riessman’ s first conceptualization. Skovholt (1974)
summarized the principle in the following way: by helping others, the
helper enjoyed a feeling of increased competency, equality, and social
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approval and through helping, increased his/her own learning (p. 64).
Guerney (1969) stated that the benefits to the helper often equalled or
outweighed benefits to the identified patient. Because in a self-help
group all members are helpers, the benefits to each are greater than in
the traditional therapist-client or teacher-student relationship.
A few research studies have been designed to test the helper
therapy principle. Whalen and Henker (1971) described a program in
which five mental patients were trained to teach social skills to
younger patients. One unexpected result was the effect on the peer
tutors: they showed an increase in reliability, independence,
responsibility, and sensitivity toward others. Their social
interactions increased as did their self-esteem (pp. 432-433).
Frederickson (reported in Gartner & Riessman, 1977) reported that in a
smoking withdrawal program, "The most meaningful reinforcement comes to
those exsmokers who accept assignments as volunteer staf f .... Smokers
seem to intuit that in accepting responsibility for helping others
break the habit, they will bring into play a highly effective means of
reinforcing their own nonsmoking behavior" (p. 100). A similar study
of a health education program reported that the greatest effect was on
the smoking behavior of the teachers (Rabinowitz & Zimmerlin, 1976)
.
Kelly (reported in Gartner 6 Riessman, pp. 100-101), in an experimental
study of the effect on the volunteer of working with retarded children,
found that volunteers improved in self-concept more than matched
subjects involved in fewer hours’ service who in turn showed greater
improvement than control subjects not yet involved at all.
Studies of children teaching other children (Allen, 1976; Gartner,
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Kohler, & Riessman, 1971; Newmark, 1976) have provided additional
support for the helper therapy principle. For example, over a five-
month period during which time older children tutored younger children
with reading problems, the tutors themselves gained 3.4 years in
reading ability, whereas those tutored gained only 6.0 months (Cloward,
1967). In addition to such cognitive gains, there are
affective benefits derived from playing the role of helper:
the ego improvement, the building of greater self-respect,
the fact that one is doing something important and useful
and developing a competence, and the need to model for
someone else, as well as seeing the problem in new ways,
because of not being a passive recipient, but an active
helper. (Gartner & Riessman, p. 106)
It was this active involvement that has been used to explain the
effectiveness of self-help and leaderless groups. Gartner and Riessman
concluded by stating that "The human service strategy ought to be to
devise ways of creating more helpers" (p. 106). Incorporating self-
help groups and consumer teachers into a traditional educational system
such as the Polytechnic was seen as one way of accomplishing this.
In addition to the positive effect helping others appears to have
on members of self-help groups, other advantages of the movement have
been identified. For one, such groups often deal with persistent and
difficult-to-treat problems such as addictions, child abuse, chronic
illness, offending, and learning disabilities with which the
professional sector has had difficulty. Not only do self-help groups
provide desperately needed services, but they also provide personal
contact for people who feel Isolated. And, unlike professional
services, self-help groups demand that members take an active role in
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their own treatment or program and by so doing, provide an avenue for
increased self respect and confidence. Finally, they use community
resources to a greater extent than professional services do, and the
services available through these groups have obviously increased the
range and number of people who can be served.
Despite the advantages to individual members and the community,
there are potential dangers in self-help. From a medical viewpoint,
it is possible that such groups, by treating the symptoms of what can
be very complicated problems or conditions, actually exacerbate even
deeper problems. Another fear is that people who belong to self-help
groups begin to identify themselves according to their problem or
"defect".
From a systems viewpoint, the greatest danger of self-help is that
pressure for the professional service sector to change or expand the
services offered may be reduced. By further decreasing the amount and
quality of contact between professionals and those in need, furthermore,
the professional services could become more technical and more
impersonal than they are. Self-help groups, being specific in nature,
could also accelerate the tendency to divide society into separate
categories according to problem, e.g., widows here, parents of mentally
retarded children there, and diabetics in yet another place. Such an
outcome certainly is not consistent with the aims of community
education or community development.
From a humanistic viewpoint, the possibility for victim blaming
is the greatest disadvantage of self-help groups. The client-centered
approach of the majority of these groups, the emphasis on self-
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improvement rather than systems change and, as with the Anonymous
groups, the use of self-denigration as a motivation technique implies
that the problem is with the individual person rather than with
society. (See Ryan, Blaming the Victim
. 1970, for a complete
discussion of this issue.)
Dewar (1976) questioned whether the self-help movement has made
any substantial changes in the quality of service available, or whether
through the "professionalization of clients", the only change has been
in who provides the service. The danger being that through such
involvement, indigenous workers change so much that they cease to be
indigenous, thus losing their primary advantage over professionals.
This is certainly an issue relevant to the use of nonprofessionals in
community education.
Regardless of the disadvantages and potential dangers mentioned
above, Gartner and Riessman (1977) concluded their discussion of
self-help groups by stating that
There is no question that no matter what the limitations
of the self-help mode may be, this is where the action
is—where real people are responding to the new problems
of today's society in the only way that they know how
—
in small, autonomous, cooperative groups. Such groups
are the grassroots response to modern nihilism, pessimism,
hopelessness, cynicism, and feelings of powerlessness.
Thus it is very important to understand and to study in
order to learn from them, to see what direction they may
take, and to see what their relationship may be to the
large, formal institutional structure. (p. 148)
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Assertion Training
The concept of assertiveness
According to Wolpe and Lazarus (1966) assertiveness referred to
"all socially acceptable expressions of rights and feelings" (p. 39).
Lazarus (1971) and Jakubowski-Specter (1973) contended that only
expressions of legitimate rights, usually focussed on legitimate
demands, refusals, and criticism, should be included in the definition.
Wolpe (1969, 1973) insisted that assertive behavior was not limited to
negative assertions but included positive expressions as well.
Subsequently, Lazarus (1973) identified four areas of assertiveness:
expressing feeling, both positive and negative; refusing requests;
making requests or demands; and initiating, maintaining, and terminating
conversations. It was this broader interpretation of assertiveness that
guided the assertion training courses offered at the Polytechnic and
evaluated in this study.
A more behavioral approach to assertiveness was described by
Alberti and Emmons (1974), who defined assertiveness as "behavior which
enables a person to act in his own best interest, stand up for himself
without undue anxiety, and express his rights without destroying the
rights of others" (p. 2).
Taking this definition a step further, Rich and Schroeder (1976)
developed what they classified as a functional definition of assertive-
ness: "Assertive behavior is the skill to seek, maintain, or enhance
reinforcement in an interpersonal situation through an expression of
feelings or wants when such expression risks loss of reinforcement or
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even punishment" (p. 1082).
Although originally employed as a therapeutic technique to help
clinically shy or withdrawn clients overcome their anxieties (Salter,
1949; Wolpe, 1958), Alberti and Emmons' Your Perfect Right (1974),
followed by numerous other books (e.g,. Bloom, Coburn, & Pearlman, 1975;
Cotier & Guerra, 1976; Fensterheim & Baer, 1975; Gambrill & Richey,
1976; Manthei, 1979, 1981; Osborn & Harris, 1975; Phelps & Austin, 1975;
Smith, 1975), popularized assertion training to the point where it has
been described as a "movement" (Heimberg, Montgomery, Madsen, &
Heimberg, 1977, p. 953). Landau (1976) reviewed ten assertion training
books published during a three-year period and concluded that "It's hard
to believe so much can be written about a topic. Yet, there's not one
authoritative book that says it all" (p. 69).
One of the controversies concerning assertiveness has been whether
or not it is a unidimensional trait. Salter thought it was, explaining
that nonassertive people developed inhibitory personalities through a
classical conditioning process; Cattell (1965) also considered
assertiveness a trait but with a hereditary basis. Wolpe classified
assertiveness as a trait, but in a more restricted sense; he
acknowledged the importance of situational factors, but assumed that a
person's ability to act assertively in one situation was highly
correlated with his/her ability to act assertively in other situations
(Rich & Schroeder, p. 1082). Unfortunately, no empirical support for
these views was obtained.
Subsequent research has supported the theory that assertive
behavior is dependent upon the particular situation. Lawrence
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(reported in Rich & Schroeder) performed a factor analysis of a self-
report assertion inventory which, according to the trait theory, should
have yielded a large general factor. It did not. Bates and Zimmerman
(1971) performed a factor analysis on their Constriction Scale and
found 13 factors for males and 14 for females, all with eigenvalues
greater than 1, accounting for 65 per cent of the variance. A factor
analysis of Gambrill and Richey's Assertion Inventory yielded 11 factors,
accounting for 61 per cent of the variance (Rich & Schroeder, pp. 1082-
1083) . These results could be indicative of the limited value of the
scales, but coupled with the research described below, they suggested
that assertiveness was not a single trait.
Eisler, Hersen, Miller, and Blanchard (1975) investigated the
impact of three situational factors (sex, familiarity, and type of
response required) on the assertive responses of 60 male psychiatric
patients. The responses were assessed according to nonverbal behaviors,
content, and overall assertiveness. The results favored the situational
theory of assertiveness. Subjects obtained significantly higher overall
assertion scores when expressing positive rather than negative feelings;
men talked longer with other men, but they smiled more at women; they
agreed more often with men, suggested change more often to women,
offered to perform more favors for men, and gave more compliments to
women. Overall, they were more assertive in situations concerning
unfamiliar persons, but when the content was negative, no significant
difference between familiar and unfamiliar people emerged (p. 335).
The researchers concluded that "interpersonal behavior in assertive
situations varied as a function of social context" (p. 330), and that
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"an individual who is assertive in one interpersonal context may not be
assertive in a different interpersonal environment" (p. 339),
Two further studies (Lawrence, reported in Rich & Schroeder,
p. 1083; McFall & Lillesand, 1971) found that training in one area of
assertiveness did not increase assertive behavior in another, seemingly
related, area. For example, learning to disagree with opinions contrary
to one's own did not improve the ability to agree with convergent
opinions; similarly, McFall and Lillesand found that the ability to
refuse requests did not improve the ability to make requests. Thus,
concluded Rich and Schroeder, "available evidence suggests that
assertiveness may best be defined as a group of partially independent,
situation-specific response classes" (p. 1083).
The measurement of assertiveness
Despite the evidence suggesting that assertiveness is situation-
specific, the majority of self-report assertion scales were designed to
measure a non-specific attitude or trait (see Hall, 1978 and Rich &
Schroeder, 1976 for descriptions of a variety of self-report measures).
One exception, the Assertion Inventory (Gambrill & Richey, 1975),
included a range of situations and was reasonably situation-specific,
but because it included three areas of assessment—degree of discomfort
in specific situations, probability of behaving assertively, and
identification of situations in which respondents wanted to behave more
assertively—the directions were complicated and completion of the
inventory time-consuming.
The majority of inventories were developed using a college
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population (Bates & Zimmerman, 1971; Galassi, DeLeo, Galassi, & Bastien,
1974; Gambrill & Richey, 1975; Lawrence, 1970; McFall & Lillesand, 1971;
Rathus, 1973) or a clinical population (Allport, 1928; Guilford &
Zimmerman, 1956; Wolpe & Lazarus, 1966) and therefore may not be
applicable to less homogeneous populations. An exception was the Adult
Self Expression Scale (Gay, Hollandsworth, & Galassi, 1975), designed to
assess respondents' assertive behavior in a variety of situations.
Reliability and validity data for the most commonly used self-
report assertion scales were, in most cases, inadequate or non-existent.
Heimberg et al. (1977) complained that
Although items on some self-report inventories have been
empirically determined, others have simply been drawn from
existing sources (e.g., the Wolpe-Lazarus Assertiveness
Schedule) . Primary criteria for inclusion were face
validity and appeal to authority. Item analyses have been
reported for only one instrument (Rathus, 1973). Many
inventories contain redundant, irrelevant, or unnecessary
items. (p. 956)
The validation studies of the Adult Self Expression Schedule,
however, were "the most complete and stringent validation research
carried out on any measure of assertiveness" (Hall, 1978, p. 331).
For this reason and because it was developed for use with a non-clinical
adult population similar to the population in this study, a description
of the scale is given below.
According to the authors (Gay, Hollandsworth, & Galassi, 1975),
a two-dimensional (6 x 7) descriptive model of assertiveness was designed
as a guide in the development of the scale. One dimension specified six
interpersonal situations in which assertive behavior might occui , and
the second dimension specified seven classes of assertive responses
to
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these situations. Items from the previously-developed College Self
Expression Scale were selected on the basis of their discriminative
power, correlation with total score, and test-retest reliability.
Items were rewritten where necessary for use with adults, and a
further 16 items were added to the pilot instrument.
Forty-eight items were selected for the final scale, 25 positively
worded and 23 negatively worded, to which subjects responded using a
five-point Likert scale. The following reliability and validity data
were offered by the authors (pp. 341-343):
1. Test-retest reliability coefficients for two-week and five-week
data were .88 and
.91, respectively (n = 60, 63).
2. The mean assertion score, as measured by the ASES, was
significantly lower for a group seeking personal-adjustment counseling
than for a group not seeking counseling (p < .01),
3. Correlations with items on the Adjective Check list (Gough 6
Heilbrun, 1965) indicated that those people who scored high on the ASES
described themselves more favorably, felt more confident, and were more
spontaneous than those who scored low.
4. A factor analysis resulted in 14 factors accounting for 55.91
per cent of the variance. Forty-five items obtained loadings of .40 or
greater
.
5. The factor structure supported the two-dimensional model used
in the construction of the scale: four of the five situations and all
seven behaviors were identified by separate factors,
A later article (Hollandsworth, Galassi, & Gay, 1977) described a
series of studies to further validate the Adult Self Expression Scale.
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Data on convergent and discriminant validity supported the use of the
scale as a measure of assertiveness with adult populations in both
clinical and non-clinical settings. The scale was later validated with
a French-speaking Canadian population, with similar results (Bourque &
La Douceur, 1978) .
Assertion training
Interest in assertion training has grown steadily since its first
description in Salter's and Wolpe's writings of the 1940s. The greatest
growth has occurred, however, in the last five years. According to the
survey of literature completed by Brown and Brown (1980), of the 344
documents on assertion training published since 1942, 63 per cent were
published after 1975. The type of article written has changed as well:
prior to 1969, the majority were case studies and program descriptions;
experimental studies became the most frequent by 1974, and by 1980
assessment of assertiveness was the main interest of researchers.
Twentyman and Zimering (in Hersen, Eisler, & Miller, 1979, pp.
332-336) reviewed 150 skills training studies and identified five
components of assertion training:
1. rehearsal (overtly practicing new responses in order to add
them to the behavior repertoire or increase their occurrence)
2. coaching (presenting participants with information and models
of appropriate assertive responses)
3. feedback (providing specific information on performance)
4. reinforcement (motivating participants in order to shape
behavior or increase the number of assertive responses)
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5. homework assignments (requesting that participants practice,
keep records, and report back behaviors even approximating assertive-
ness) .
Rich and Schroeder (1976) identified and described five categories
of training procedures: (a) response-acquisition, including modeling
and instruction; (b) response-reproduction, mainly through role
playing and other forms of practice; (c) response-shaping and refining
behavior; (d) cognitive restructuring, usually stressing the advantages
and social acceptability of assertive behavior; and (e) response
transfer through homework assignments and practice in real life
situations. The authors suggested that all assertion training programs
should include each of the five procedures outlined above, and that
they should be considered a minimal, standard treatment package (pp.
1085-1088). The emphasis given to each procedure would depend upon the
population and the goals of the program. In the Methodology chapter,
the assertion training course evaluated in this study will be described
according to these criteria.
Research has been conducted to evaluate the effectiveness of
assertion training in treating a variety of conditions and a variety
of populations (see Heiraberg et al., 1977; Hersen et al., 1979; and
Rose, 1975). The overall conclusion from these studies was that
assertion training produced behavioral changes superior to placebo
or no-treatment groups (Heimberg et al., pp. 965-967). Research using
measures designed especially to assess assertion level have reported
increased scores after assertion training interventions (e.g., Galassi,
Galassi, & Litz, 1974; Galassi, Kosta, & Galassi, 1975; Huey, 1979;
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Percell, Berwick, & Biegels, 1974; Perkins, 1979; Rathus, 1972, 1973;
Rose, 1975; Sandmeyer, Ranck, & Chiswick, 1979). Previous research
also has shown that even short courses in assertion training (see
particular ly Twentynian, 1980) resulted in increased scores on a variety
of traits which has been shown to correlate positively with assertive-
ness: self-esteem (Stake & Pearlman, 1980); self confidence (Hollands-
worth St Galassi, 1975); inner-directedness
,
feeling reactivity,
spontaneity, self regard, self acceptance, and acceptance of aggression
as measured by the Personal Orientation Inventory (Perkins, 1979); and
positive self appraisal and competence (Lomont, Gilner, Spector, &
Skinner, 1979; Percell et al., 1974; Stake, 1979).
According to Heimberg et al. (1977), group assertion training
required further validation as "methodological problems have hampered
adequate assessment" (p. 966); nevertheless, the volume of research
reported to date supports the belief that assertion training is an
effective method of improving people's self confidence and increasing
the likelihood that they will behave assertively in a variety of
situations
.
Statement of Hypotheses
The study described in this paper was designed to compare the
effectiveness of assertion training courses (a) taught by professional
staff members of the Christchurch Polytechnic, (b) taught by consumer
teachers, and (c) offered within a self-help format.
The outcome measures used to assess course effectiveness included
1. self-reported level of comfort in situations requiring
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assertive behavior
2. knowledge of what constitutes assertive behavior
3. self-reported incidence of assertive behaviour outside
the course setting
4. course evaluation
5. attendance and attrition rates.
The hypotheses, listed below, are divided into five sub-sections,
each corresponding to one of the outcome measures. For clarity, the
following abbreviations are used in the hypotheses statements and
discussion:
Group 1 refers to courses taught by consumer teachers.
Group 2 refers to self-help groups.
Group 3 refers to courses taught by professional staff members.
"Assertscale" refers to the 30-item self-report assertion scale
designed for use in this study. The scale provided a measure of
subjects' comfort level in situations requiring assertive behavior
rather than actual incidence of assertive behavior.
"Situations" test refers to the content mastery measure,
a 10-item short answer test in which subjects were asked to
write assertive responses to a variety of situations.
Journal refers to the self-recorded incidence of assertive
behavior outside the class setting.
Evaluation refers to the 5-part semantic differential
questionnaire in which subjects described their reaction
to the assertion training course they attended.
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"Assertscale"
1 • The mean posttest "Assertscale 11 score of each of the three
groups will not differ significantly from each other.
As reported in Chapter II, significant differences were found in
some of the studies comparing the effectiveness of professionals, non-
professionals, and self-help groups. The results, however, were
inconsistent, and the methodology of many of the studies was inadequate
for drawing valid conclusions. For these reasons, no significant
differences among groups were hypothesized.
2 . Regardless of experimental group, subjects will obtain
significantly higher mean scores on the posttest of the "Assertscale"
than on the pretest .
Support for this hypothesis was given in Chapter II. Research has
shown consistently that even short courses in assertion training can
result in increased scores on a variety of measures related to
assertiveness
.
"Situations" test
3. The mean posttest "Situations" score of each of the three
groups will not differ significantly from each other.
Few studies comparing the effectiveness of professionals,
nonprofessionals, and self-help groups have included a measure of
content mastery as a dependent variable. The majority, as reported
in Chapter II, focussed on attitude change, personality variables, or
course evaluations. Those which included cognitive measures suffered
from methodological problems such as lack of a control group, use of
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only subjective measures, and inadequate sample size. Past research,
therefore, was difficult to interpret, so a directional hypothesis was
not appropriate.
4. Regardless of experimental group, subjects will obtain
significantly higher mean scores on the posttest of the content mastery
scale than on the pretest .
Research does exist to support the hypothesis that assertion
training will increase participants’ knowledge of assertiveness.
Morgan and Leung (1980), for example, reported that subjects who
attended an assertion training course designed to help disabled people
accept their disability were able to respond to tape recorded situations
with a significantly greater number of assertive replies than those who
had not attended the course. Rakos and Schroeder (1979) included a
content measure in their assessment of a self-administered assertion
training program and found that those completing the course were able
to generate significantly n re assertive responses to taped situations
than were those assigned to the relaxation control group.
Journal
5 . The mean number of self-recorded assertive behaviors for each
group will not differ significantly from each other.
No comparable research was found in the literature review;
therefore, the null hypothesis was tested.
66
Course evaluation
6 . The mean Skills, Atmosphere, and Gains scores of each of the
three groups will not differ significantly from each other.
7 . The mean Leadership and Organization scores will be
significantly lower for Group 2 than for either Group 1 or 3.
There will be no significant difference between Groups 1 and 3.
As reported in Chapter II, previous research has shown that
participants in self-led groups evaluated the experience as less
organized and less focussed than led groups (Berzon 6 Solomon, 1964;
Coyne & Rapin, 1977) . No significant differences were expected on the
other variables covered by the course evaluation questionnaire.
Attendance and attrition
8 . The mean attendance and attrition rates of each of the three
groups will not differ significantly from each other.
Attendance in the assertion training courses at the Polytechnic
has been consistently high since they were first offered. This was
expected to continue for the two led groups in this study.
Research on attendance and attrition rates of self-led groups was
inconsistent (Solomon & Berzon in Hart & Tomlinson, 1970; Glasgow 6
Rosen, 1978). By providing stimulus material to the self-help groups,
charging a comparable course fee to the led groups, providing a meeting
place, and using identical enrollment procedures, no significant
differences in attendance were expected between the leaderless and
led groups.
CHAPTER III
METHODOLOGY
The Methodology chapter is divided into three sections:
the design of the study, procedures, and statistical analyses.
The procedures section covers (a) selection and training of consumer
teachers, (b) formation of experimental groups, (c) description of
subjects, (d) description of the intervention, (e) collection of the
data, and (f) description and development of the instruments used.
Design of the Study
According to Kerlinger (1973, pp. 401-405), this study would be
classified as a field experiment, i.e. a study conducted in a real-
life setting with as carefully controlled conditions as the setting
would allow. The weaknesses of such experiments usually are
attributable to contamination by extraneous (uncontrolled) independent
variables, lack of randomization, and insensitivity of the instruments
used to measure the dependent variables. The value of the research,
therefore, is dependent upon the amount of control achieved. If
sufficient, the strengths of field experiments are numerous:
1. They are usually more powerful than laboratory experiments
because the variables usually have stronger effects than under tightly
controlled conditions.
2. The more realistic situation under which the field experiment
is conducted contributes to the external validity of the study,
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resulting in greater generalizability
,
3. Field experiments often are concerned with finding solutions
to practical problems and thus are well suited to educational research.
They are well suited for studying complex influences,
processes, and group differences, especially when social interactions
and group dynamics are involved.
The strengths and limitations of this particular study are
discussed in subsequent sections.
The design, illustrated below, was described by Kerlinger (p. 342)
as a compromise experimental-control group design, where X refers to the
treatment and Y to the measurement:
Yb
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In the above illustration, Yb^ and Yb
2
refer to the two
("Assertscale" and "Situations" test) used as covariates and Ya^ and
Ya
2 »
the respective posttests. The subscripts Ya^, Ya^, and Ya^ refer
to the remaining dependent variables (incidence of assertive behavior,
reaction to course, and attendance rate).
The subjects, self-selected assertion training course members,
could not be selected randomly from the general population, and the
matching of subjects was not feasible without seriously disrupting the
enrollment procedure of the Polytechnic. A modified randomization
procedure for assigning subjects to experimental groups was used,
however, thus minimizing initial differences among groups (see section
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on formation of groups)
.
Another potential weakness of the pretest-posttest design is the
potential sensitizing effect of the pretest. In this study the
instruments were reactive, but as described in the procedures section,
steps were taken to minimize this weakness.
In summary, considering the nature and purpose of this study, the
chosen design was considered the most appropriate and the most useful.
Procedures
Selection and training of consumer teachers
During the academic term prior to the commencement of the study,
two assertion training courses were offered in the traditional manner,
i.e., taught by professional staff members and organized in the usual
way. These courses were used to develop and validate the instruments
used in the study and to select consumer teachers. The criteria for
the preliminary selection of consumer teachers were:
1. Potential consumer teachers had to have been consumers
(participants) in an assertion training course offered by Polytechnic.
This ensured a common base for training.
2. They had to have been well-accepted and well-liked by the
assertion training course members with whom they were involved.
Peer recommendations were not incorporated into the selection procedure
at this point; only the impressions of the course leaders were used.
3. Potential trainees also had to exhibit an understanding of
assertion principles and had to be able to express themselves orally.
The most important personality characteristics, however, were enthusiasm
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and willingness to participate as a consumer teacher,
A total of 14 course members, all women, were told about the
consumer teacher scheme and asked to apply. The application procedure
consisted of:
1. a personal interview with one of three previous course leaders,
including the researcher, who had not previously met the applicants
2. a second interview arranged with a different selector for
those not immediately accepted or rejected as a consumer teacher
trainee.
Thus, each applicant was screened by a minimum of two experienced
assertion training leaders: the one who made the initial contact and
the first interviewer, previously unfamiliar with the applicant. If a
decision about the suitability of an applicant could not be made
immediately, the second interview was arranged. Although the procedure
was structured, the actual contact and interviews were informal.
The criteria used for final selection were:
1. an understanding of the consumer teacher scheme; applicants
knew the scheme would be evaluated, but were not told of the intended
comparison with professionally-taught courses and self-help groups
2. an appreciation of both the advantages and potential dangers
of assertive behavior; an understanding of the interpersonal conflicts
any behavior change can cause
3. enthusiasm for learning a new skill
4. previous experience relevant to teaching or leading groups
5. interest in assertiveness as evidenced by independent reading,
attendance in related courses, etc.
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6. potential for offering courses outside the Polytechnic, e.g.,
involvement in a community center, residence in an outlying or rural
area, initiative for finding an appropriate venue if necessary
7 . appropriate personality for leading such courses based on
the interviewer’s first impression.
Of the 14 interviewed, four required a second interview, two were
not accepted, and four withdrew before being accepted. Therefore, a
total of eight were accepted for the training program. An additional
six people, one male and five females, applied for the course. Three
were interested Polytechnic staff; two were social workers wanting to
teach assertiveness to their respective clients; one was a Catholic
sister from another city, temporarily living in Christchurch. These
six, although allowed to join the training program, are not classified
as consumer teachers and are not included in any of the descriptions
hereafter. A description of the eight consumer teacher trainees is
included in Table 1.
The training course consisted of two two-hour sessions, offered in
both the daytime and the evening, followed by one combined all-day
Saturday session. A copy of the acceptance letter and a brief course
description sent to the trainees are included in Appendix I.
The topics covered in the training course were:
1. taking responsibility for a group: getting started,
creating the right atmosphere, leadership skills
2. behavior change and conflict
3. discussion of selected excerpts from the writings of Salter,
Wolpe, and Lazarus
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4. teaching skills: preparing a lesson, using handouts, leading
discussions
5. assertive skills: pointers on teaching assertion skills,
suggested resources.
Each participant was given a week to prepare a trial lesson,
complete with handouts. The Saturday session was devoted to practice
teaching in small groups, with each trainee presenting the prepared
lesson and receiving feedback. A copy of the evaluation form used
for feedback is included in Appendix I,
At the end of the course, each person was asked to complete a
peer evaluation form, also included in Appendix I, as an aid in the
selection of the three consumer teachers needed for the study.
Trainees were also asked to respond to several questions regarding
their readiness for leading assertion training groups. Based on the
results of these questionnaires (see Table 1) and the opinions of the
two leaders responsible for the training course,* three course members
were selected as consumer teachers for the study.
An additional short course was organized through the Polytechnic's
Staff Education and Training Unit and offered to the three consumer
teachers. They and four others from the original group attended three
two-hour sessions covering the following topics: how people learn;
*The two leaders were the researcher and a research assistant,
employed through a government-sponsored job creation scheme. The
assistant had attended the first assertion training course offered by
the Polytechnic, had later co-led three courses with the researcher,
and, over a three-year period, led 11 further courses on her own,
mainly at community centers.
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lesson planning, including introduction, questioning techniques,
developing ideas; and assessing your effectiveness as a teacher.
The professional staff members included in this study also need
to be described. They included:
1. one experienced assertion training course leader, who was
employed as the full-time counselor at the Polytechnic and had co-led
courses with the researcher during the first two years assertion
classes were offered. She had taught four courses on her own since
that time.
2. one full-time tutor in charge of the Focus on Women courses
at the Polytechnic, a series designed for women wanting to re-evaluate
their role in the community. Although she had not previously taught an
assertion training course, she was familiar with the available resources
and had incorporated the principles and skills into her courses.
3. one full-time tutor in charge of courses for unemployed youth.
Before joining the staff, she had attended one of the assertion training
courses taught by the researcher. Although not experienced in teaching
the subject as a separate course, she too had read some of the available
material and was incorporating the skills into the course for unemployed
youths
.
The researcher, although teaching assertion courses at the time,
was not included in the study. The composition of the group, therefore,
was similar to that of the consumer teachers in that only one had had
previous experience teaching assertion training courses. They were,
however, all experienced teachers on the full-time staff at the
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Polytechnic with a particular interest and expertise in assertion
training. It was this variable, rather than experience in teaching
assertion training courses, which was under investigation in this study.
The average age of the professional leaders was 35; one was single,
one married with two children, and one separated with no children.
Formation of experimental groups
During the second and third terms of the academic year, a total of
nine assertion training courses were offered by the Polytechnic, three
taught by professional staff members, three by consumer teachers, and
three organized as self-help groups. The courses were organized in
such a manner that each experimental group was as similar as possible:
1 . There were three courses in each of the three experimental
groups. There were also three different professional leaders and three
different consumer teachers, so that each course within an experimental
group was taught by a different person.
2. Within each experimental group, one course was offered in the
morning, one in the afternoon, and one in the evening. In this way,
differences among groups due to factors such as employment status,
number of pre-school children at home, and willingness to attend
courses at night were minimized.
3. Within each experimental group, at least one course was taught
outside the Polytechnic, i.e., at a community center or rented hall,
while the others were offered on the Polytechnic site. This was done
for two reasons: (a) it was the policy of the department offering the
courses to teach courses in suburban areas when possible, and (b)
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because of the number of courses offered space at the Polytechnic was
limited and outside venues were, therefore, necessary.
Each individual course was then assigned randomly to experimental
group. Each consumer teacher and professional staff member involved
were then asked to teach a particular course, in accordance with their
timetable
.
The consumer teacher chosen to teach the first course requested
that another consumer teacher be allowed to act as her co-leader for
the course. Although co-leading was not originally planned, many
courses at the Polytechnic, including assertion training ones, have been
taught by two staff members, so it was agreed that co-leading would be
allowed. Two of the three consumer teachers opted for co-leading, so
arrangements were made for two of the three professional staff members
to work in pairs as well. This was to control for differences between
those courses with one leader and those with two. The following pairs
were formed in Group 1 (refer to Tables 1 and 2)
:
Course 1: Consumer teachers 4 and 7
Course 4 : Consumer teacher 1
Course 9: Consumer teachers 1 and 7
Unfortunately, due to the illness of one of the professional staff
members organized to co-teach, only one of the courses in Group 3 was
co-taught
.
The courses were then advertised in the usual manner, i.e., through
the local newspaper and in the department's brochures. Included in the
course notices were a brief description of the course, the date, time,
and venue of each course. No other differentiation among courses was
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made
.
Interested people pre-enrolled in the usual way—by telephone or
in person at the Polytechnic office—and enrolled during the first
session of the course. Since the only differentiating information given
was the date, time, and venue of each course and because of the
precautions described above, it was assumed that the final groups would
not differ on any variables relevant to the study.
People who did not specify a preference for a specific day or time
were allocated to one of the groups on a random basis. Those whose
first preference was for a course which had already been filled were
given their second choice or were placed on the waiting list for the
following term.
Only after pre-enrolling were participants told who their course
leader was or that their course would be self-led. As was the usual
practice, a letter was sent to all pre-enrollees ten days before the
starting date of the course, giving date and time, a map showing
location, and the course leader’s name. The course leader then
contacted each person by telephone so that the exact number of
enrollees was known prior to the commencement of the course.
In the case of the self-help groups, the researcher contacted each
pre-enrollee by telephone before sending the usual letter, explaining
that due to staff shortages, they would be offered assistance in
planning their own course and given a self-instructional assertion
training manual (Manthei, 1979) written particularly for courses taught
by the Polytechnic. Their course fee, therefore, covered the cost of
the book and use of the venue and did not include the usual registration
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fee and Students Association levy. In this way, all course members
paid a comparable amount regardless of experimental group. Only three
of the 60 who had pre-enrolled in a self-help group cancelled their
enrollment when the nature of the group became known. A letter followed
the telephone contact; copies of the letters sent to both the led and
unled groups are included in Appendix III.
The two pretests, "Assertscale" and "Situations" test, were sent
with the letters. A cover note, also included in Appendix III,
explained that the purpose of the questionnaires was to obtain
information to help improve the assertion training courses. They were
asked to complete the questionnaires and bring them to the first
session. Of the 159 who attended at least one session, only 12, or
less than eight per cent, failed to return at least one of the pretests
(see Table 2 for full information)
.
The steps described above, i.e., randomly assigning the courses to
experimental treatment, controlling as many extraneous variables as
possible, and following a standardized procedure for enrollment and
completion of pretests were taken in an attempt to minimize the
limitations inherent in field experiments. Information on the
development of the instruments used is given in the last section of
this chapter.
Description of subjects
A maximum of 26 people were allowed to pre—enroll in each assertion
training course. When the pre-enrollments reached this number, a
waiting list was started so that if there were cancellations, others
Number
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could be notified. Table 2 shows the number pre-enrolled in each
course, the number actually enrolled, the number who returned the
pretests, completed the course, and returned all posttests.
Table 3 gives the same information according to experimental group.
Table 3
Number Pre-Enrolled, Number Enrolled, and Number with Complete Data,
by Experimental Group
Group
Number
Pre-Enrolled
Number
Enrolled3 Complete Data^
Group 1 68 55 (81%) 37 (67%)
Group 2 60 46 (77%) 25 (54%)
Group 3 76 58 (76%) 34 (59%)
Total 204 159 (78%) 96 (60%)
a
The percentages given refer to the percentage of those
pre-enrolled who attended at least one session, thereby officially
enrolling in the course.
^The percentages in this column refer to the percentage of
enrolled subjects for whom complete data were collected.
Table 4 describes the groups according to sex, average age,
employment status, marital status, average number of children, and
previous experience with assertiveness, i.e., extensive reading or
previous course attendance.
Information on how subjects heard about the Polytechnic assertion
training courses also was obtained. Of the total number of subjects,
46 responded to a newspaper advertisement, 11 had read a previous news
article on the courses, 20 saw the course listed in the department's
brochure, and 88 heard of the course via word-of-mouth. Some subjects
listed more than one avenue of publicity.
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As mentioned in the preceding section, random selection of subjects
from the general population was not feasible nor was random allocation
to experimental group. Steps were taken to overcome the problems of a
compromise experimental design, however. They were:
1. obtaining the sample from the same population, i.e., those
who enrolled in the assertion training courses held at the Polytechnic
2. assigning subjects to one of the three experimental groups
in such a way that differences among groups should be minimal
3. comparing the pretest scores and demographic information
and statistically controlling for initial differences (see section on
statistical analyses)
.
Even with these precautions, it was possible that the experimental
groups would differ from each other on variables such as age, sex, and
previous experience in assertion training.
Independent samples chi-square were therefore calculated to
determine whether the observed frequencies for groups were
significantly different from what could be expected by chance. The
.05 level of significant was used to evaluate the x
2
values, and, as
shown in Tables 5-7, the differences were not significant.
The original six categories for age, included on the "Assertscale"
questionnaire (see Appendix V)
,
were collapsed into four categories
when calculating the chi-square. Forty-four per cent of the valid
cells had an expected cell frequency of less than five, and according
to Siegel, in such cases the researcher must combine adjacent
categories, thus increasing the expected frequencies in those cells.
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No chi square calculation could be performed for the variable sex
since 50 per cent of the cells had an expected frequency of less than
five. It is obvious from the data given in Table 6, however, that
there were no significant differences in the composition of the groups
Table 5
3X4 Contingency Table showing Age of Subjects by Experimental Group
Group Under 30 31-40 41-50 Over 50
Group 1 10 9 9 9
Group 2 4 12 5 4
Group 3 11 12 2 9
X
2
= 8.54, df = 6, £ <.20
Table 6
Proportion of Males and Females in each of the Experimental Groups
Group Male Female
Group 1 3 34
Group 2 2 23
Group 3 4 30
Because more than 20 per cent of the expected cell
frequencies were less than 5.0, no chi-square calculation
was performed (Siegel, p. 178).
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Table 7
3x2 Contingency Table showing Subjects'
by Experimental Group
Experience in Assertion Training
Group Experience No Experience
Group 1 7 30
Group 2 5 20
Group 3 11 23
X
2
= 2.05, df = 2, £ = .36
One potential source of difference among subjects was the meeting
time of the course they wished to attend. As explained previously, in
an attempt to control for this potential variable, courses were arranged
so that each of the experimental groups consisted of one morning class,
one afternoon class, and one evening class. Chi-squares were computed
to determine whether there were significant differences in the sex, age,
or previous experience of subjects attending courses at different times.
Tables 8-10 show that although there were differences in the ages of
the three meeting times, there were no significant differences in sex
or previous experience.
Table 8
3 X4 Contingency Table showing Age of Subjects by Time of Course
Time Under 30 31-40 41-50 Over 50
Morning 4 10 9 10
Afternoon 8 12 6 11
Evening 10 14 1 1
X
2
= 17.47, df = 6, £ <.01, significant
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Table 9
Proportion of Males and Females in Each of the Three Meeting Times
3
Time Male Female
Morning 3 30
Afternoon 3 34
Evening 3 23
Because more than 20
were less than 5.0, no chi-
p. 178).
per cent of the expected cell frequencies
-square calculation was performed (Siegel,
Table 10
3*2 Contingency Table showing Subjects’ Experience
by Time of Course
in Assertion Training
Time Experience No Experience
Morning 9 24
Afternoon 9 28
Evening 6 20
X
2
= 0.14, df = 2, p < .95
Another important consideration regarding subjects was whether or
not there were differences in age, sex, or previous experience in
assertion training between those subjects who completed all pre- and
posttests, therefore being included in the study, and those who for
various reasons were not included in the study.
Independent samples chi-squares were therefore calculated, the
results of which are given in Tables 11-13. Twenty-five per cent of
the valid cells for the calculation related to age had expected
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frequencies of less than five; therefore, for the same reason given
above, the original categories for age were collapsed. The tables
show that the only significant difference was in the variable sex.
Table 11
2x4 Contingency Table showing Age of Subjects In and Not In Study
Status Under 30 31-40 41-50 Over 50
In Study 25 33 16 22
Not In Study 13 22 8 7
X
2
- 2.13, df = 3, £ = .50
Number of missing observations = 1
Table 12
2x2 Contingency Table showing Sex of Subjects In and Not In Study
Status Male Female
In Study 9 87
Not In Study 12 38
x
2 = 4.58, df = 1, p = ,03, significant
Number of missing observations = 1
Table 13
2x2 Contingency
Subjects In and
Table showing Experience
Not In Study
in Assertion Training of
Status Experience No Experience
In Study 23 73
Not In Study 12 38
X
2
=
.00, df = 1, £ <1.00
Number of missing observations = 1
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Comparisons on the two pretest scores were also made between
subjects included in the study and subjects not included. Results of
the multivariate analysis of variance, shown in Table 14, indicated that
there were no significant differences related to these important
variables
.
Table 14
Multivariate Analysis of Variance of the "Assertscale" and "Situations"
Pretest Scores of Subjects In and Not In Study
Source of
Variation Variable
MS Between
Groups
Uni-Variate
Fa P
Inclusion "Assertscale" 66.151 0.263 .609
in Study
"Situations" 13.189 2.770 .098
Multivariate F = 1.43, df = 2/144
, p < .243
adf = 1/145
The intervention
Course content . The assertion training courses evaluated in this
study consisted of six weekly 90-minute sessions, for a total of nine
hours. They were advertised as courses designed to help people learn
how to communicate more honestly, with particular emphasis on
confidence-building and skills for making and refusing requests,
giving and receiving compliments, giving and receiving constructive
criticism, and handling negative criticism.
Unlike some courses in assertiveness, the ones taught at the
Polytechnic were based on a social skills, educational approach rather
than a consciousness-raising, therapeutic approach. The Preface to
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Positively Me (1979), written by the researcher and used as a guide in
all of the courses included in this study, explained the approach as
follows
:
The assertion training course I teach, which Positively Me
is based on, is a departure from most attempts to teach
assertive behavior. I attempt to teach assertion skills
relevant to a large sector of the population and therefore
do not concentrate solely on women, or on people with
definite interpersonal problems, or those in need of
counseling. Neither do I address the reason why people
are unassertive.
The teaching methods used (e.g., small group discussion, practice,
homework assignments) were based on five assumptions regarding human
behavior, learning, and change. These too were explained in the book,
as follows (p. 3):
1. Anything that goes in must come out . When feelings
of frustration, hostility or inadequacy build up, they must
eventually be expressed, often through ulcers, depression,
headaches, bitching, pouting or sudden explosions. Dealing
with the situation in an honest, appropriate manner before
these feelings build up is healthier and more productive.
2. If it works .. .you* 11 keep doing it . A baby cries
and he's given attention. He eventually learns that crying
gets him what he wants. A child nags until her parent gives
in. She learns that persistence gets her what she wants. An
adult bullies people into doing things his way. He learns
that aggression gets him what he wants.
Maybe these people have never learned any other way of
behaving. Assertiveness is an alternative behaviour to be
used when you want to use it, when it is appropriate and
when you can handle the consequences. Incidentally, the
consequences are usually beneficial: more self-respect,
confidence and effectiveness.
3. You can teach old dogs new tricks . Becoming aware
of your present behaviour and how it affects you is the first
step. Get in touch with your feelings—what do the headaches
mean... the fluttering stomach. .. the feeling of helplessness?
4. Practice makes perfect . Practising new behaviours
in a friendly atmosphere, such as in your assertion training
group, and starting with small aspects of behaviours in
unemotional situations is sound advice. If you tackle the
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most difficult situation first, you will probably fail and
lose all confidence.
5 . It s not winning that counts
. The goal of assertion
training is not to teach you how to win arguments, get your
own way, or be aggressive. It is aimed at improving your
ability to express your feelings, both positive and negative;
showing you how you can stand up for yourself without
violating other people's rights or experiencing undue
anxiety; and enabling you to choose from a wide range of
behaviours
.
The concept of assertiveness was based primarily on the writings
of Cotier and Guerra (1976), Osborn and Harris (1975), Alberti and
Emmons (1974), and Smith (1975). The four behavior labels used in most
of the books on assertiveness were used in the Polytechnic's courses as
well, i.e., passive, aggressive, indirect, and assertive. They were
defined in Positively Me (pp. 5-6) as follows:
Passive behaviour : denying your own rights; letting or
even forcing people to make decisions for you; ignoring
your feelings and keeping your opinions private.
Aggressive behaviour : reacting in an inappropriate
manner to a situation, usually with physical or verbal
violence; violating others' rights through aggression
or manipulation; using more force than is necessary
or appropriate in the situation.
Indirect behaviour : expressing wants through round-
about actions, words, behaviours; expecting others to
'second-guess' your feelings and opinions; making up
excuses
.
Assertive behaviour: saying what you mean in an honest,
direct, and appropriate manner and doing so without
violating someone else's rights; having the confidence
to say what you want and repeat it until heard; being
able to express your feelings, both positive and negative,
without apology.
A departure from other systems of teaching assertiveness was the
division of the skills covered into two categories: Expressive and
Protective, defined as follows (Manthei, 1979):
Expressive skills are "those which are used when the purpose is
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to make contact’ with others; to let them know how you feel, or what
you want, or to encourage them to be more assertive with you" (p. 14).
Protective skills "allow you to 'go Inside yourself' or maintain
a feeling of autonomy. They are used primarily when you do not wish
the situation to go any further" (p. 14).
The Contents page and list of skills covered in Positively Me
are included in Appendix II.
Although each course included in the study varied depending on
the personalities of the course leader and/or course members, the
following is a sample of the content, session-by-session.
Session 1 : The goal was to complete the record-keeping and
data-collecting activities, create a friendly atmosphere, describe
the course within the framework described above, and define assertive-
ness. In all courses the following were included:
1. an introductory exercise to allow course members the
opportunity to meet each other and find out why others had joined the
course
2. definitions and discussion of the four behaviors described
above
3. discussion of the possible conflict caused by behavior change
or inappropriate use of assertion skills,
Session 2 : In most cases, additional time was spent on defining
assertive behavior and differentiating it from other behaviours. The
following topics were then covered:
1. assertive rights
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2. skills for better communication, e.g., listening
3. overview of assertive skills.
Session 3 : The topic was usually compliments:
1. giving and receiving compliments assertively
2. maintaining a positive self-concept.
Session 4 : The topic was persistence with the following skills
covered
:
1. "broken record" (repeating statements until heard)
2. compromising
3. making clear statements.
Session 5 : Criticism was introduced and the skills to be taught
outlined. Usually this session was spent on skills for handling
criticism:
1. questioning
2. sorting issues
3. agreeing
4. selective ignoring.
Session 6 : Criticism was usually continued, with emphasis on
giving constructive criticism. If time permitted, assertive
conversation skills were covered:
1. initiating conversations
2. maintaining conversations
3. terminating conversations.
In all cases, handouts were given which summarized the topic or
skill covered in that session. Often articles of a more general nature
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were given as well. Samples of these handouts are included in Appendix
II. Each course leader was responsible for her own teaching aids and
these did vary.
In order to obtain information on the similarities and differences
among individual courses, each course leader, or in the case of the
self-help group an appointed recorder, was asked to keep a record of
the topics covered each session. In addition, the research assistant
attended the fourth session of each course with instructions to (a)
take notes on the topics covered, the skills taught, teaching aids
used, and the amount of time spent on each; (b) record her impressions
of the course atmosphere, leadership function, and amount of
participation from course members; and (c) note the strengths and
weaknesses of the leader, or in the case of the self-led groups, of
the shared leadership function. A full description of these
observations is included in Appendix IV.
The courses with a leader were told the following about the
research assistant’s presence:
The Polytechnic is offering so many assertion training
courses this year and they are held at a variety of
venues and taught by a variety of people. is
attending one session of each course so that at least
one of us knows what everyone else is doing and so that
we can help each other with ideas and resource material.
The courses without a leader had been told at the first session
that an experienced assertion training leader would attend the fourth
session to see how they were doing. They were given her name and
telephone number and told that if they decided they wanted her to lead
that session they should contact her and let her know what topic
they
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wanted covered. Alternatively, she would attend as a resource person
only, participating as a group member and suggesting additional
materials if they were needed.
In all cases, the groups asked her to lead the session, and the
topic was persistence. One group voted on whether to ask her to lead
the group and reported that the vote was unanimous in favor of her
leading. To all groups she suggested that they conduct the first
30-minutes in their usual fashion so that they could finish any work
from the previous week. The research purpose of this was to allow her
the opportunity to observe how the group operated on its own.
According to her observations, in all cases where there was a
leader the session began with a discussion of the homework from the
previous week. The assignments themselves varied, but each course
leader had given at least one. Revision of the previous week's topic
was also included during the session. The amount of time spent on
homework and revision varied from five minutes to one hour.
In all except two of the courses, the revision was on compliments,
and the new topic was persistence. All courses included discussion,
skills teaching, practice time, and homework assignments.
Based on these observations and the records kept by each group,
an evaluation of the courses was completed according to the training
procedure criteria identified by Rich and Schroeder (1976) and
described in the previous chapter. Unfortunately, the research
assistant had not been given the criteria before the observation,
so this evaluation was completed post hoc,
1. response—acquisition techniques; All courses used instruction,
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e.g., lectures, handouts, taped models, and suggested reading to teach
assertion skills. Some course leaders would model a role play with
another course member
,
others would involve course members in directed
role plays. The self-help groups used the self-instructional manual
described previously which included directed role plays as models of
assertive behavior.
2. response-reproduction techniques: Role play was the technique
most often used, both directed and spontaneous. In all cases, course
members were divided into small groups (2-4 per group) to practice the
skill being covered. Some leaders used this technique more than
others, and some always used pairs, others trios, or groups of four.
Where there was a leader, she usually circulated among groups, giving
suggestions and encouragement.
The self-help groups were encouraged through the manual to
practice each skill, and exercises designed for further practice were
given on handouts. According to the records maintained, practice time
was included in the sessions, but the observations confirmed that
often these sessions became "chat sessions" instead.
3. response-shaping techniques: The individual attention given
during practice sessions was designed as a response-shaping technique.
The course leader, by making suggestions or joining in the practice,
could encourage participants to try different approaches. In several
cases, the course leader would choose one or two practice groups to
demonstrate their efforts to the entire group. The use of examples,
both anecdotal and taped, from other courses also served as response
shapers
.
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The self-help groups, of course, did not have the benefit of a
leader to circulate among them, so had to rely on the examples given
in the book as models.
4. cognitive restructuring techniques: The topics covered during
the first two sessions of the courses, i.e., the advantages of
assertive behavior, the concept of assertive rights, and the importance
of a positive self-concept, were included as a basis for teaching
appropriate assertion skills. It was also necessary to emphasize that
not acting assertively could result in as many negative consequences as
acting assertively could. To many, these concepts constituted complete
restructuring as they had been taught to put everyone else before
themselves and to be completely selfless.
5. response transfer techniques: All course members were given
homework assignments, although the nature and number varied. Usually
the homework consisted of directions to practice a particular skill at
a specified level of difficulty and/or a specified number of times
during the following week. Keeping a record of the incidence of a
particular behavior was another type of assignment, as was the journal.
Homework assignments were also included in the resource material given
to the self-help groups.
In some cases, an individual person would be given a specific
assignment based on a particular problem or concern expressed by that
person. This technique seemed to be used more by the professional
staff members than the consumer teachers and never by the self-help
groups
.
96
Course organization
. The following was standard across all
groups:
1. All course members were given nametags to use throughout the
course.
2. Enrollment, including collection of course fees, was completed
by the researcher during the first session of each course. A copy of
the enrollment form used is included in Appendix III.
3. The course fee was $6.50 for those with a leader. This was
standard for Polytechnic courses and included a registration fee and
Students' Association levy. The course fee for the self-help groups
was less because only the manual and use of the venue had to be covered.
Members of self-help groups therefore paid $5.00. This reduction was
given because members of self-help groups had enrolled in good faith
that the courses would be traditional Polytechnic courses with a leader,
and were only told after enrolling that they were not. For public
relations reasons, therefore, the reduction was given.
4. All course leaders had access to the same resources, including
secretarial and printing services. Although course leaders were
responsible for planning their respective courses, material used in
previous courses was readily available. The research assistant was
also available to all leaders as a consultant and was approached by
every leader at least once.
The researcher took responsibility for providing the self-help
groups with resource material and for conducting the first session,
described below.
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1.
Participants had all received a telephone call and a letter
describing the "leaderless" groups. The reason for organizing these
groups was repeated as follows:
From the first course in assertiveness offered in 1976, we have
had more people wanting to enroll than we could accommodate.
We have only so many course leaders and so many approvals from
the Department of Education to conduct these courses. In order
to help meet the demand we are training more leaders who can
offer courses outside the Polytechnic, thus relieving some of
the pressure on us. We are also offering to organize leaderless
groups, which are really self-led groups rather than leaderless.
Other courses at the Polytech have been organized in this way
and members have said it does work.
Please remember that you will not be enrolled as Polytech
students. None of your course fee goes toward registration
or Students Association. This is the only way we could offer
you any assistance in learning to be more assertive.
We'll be asking you to evaluate the experience for us— that is
why we have asked you to complete the various questionnaires.
2. Enrollment was then completed in the same way as for the
led groups except that only $5.00 were collected, and a copy of the
self-instructional manual, Positively Me, was given to each
participant. Pretests were collected.
3. The researcher then continued:
I will help you get started this week and will leave ideas
and reminders for you from time to time. I suggest that you
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follow the book as it is as close to what I would do as your
course leader as possible. In your case, the book and each
other will be leaders. But first, let's see who is here and
why you have all come.
An introductory exercise designed to help people get to know each other
was then completed, with the researcher acting as the course leader.
4. The concept of assertiveness was then introduced in the same
way the researcher had conducted previous courses. Whenever possible,
the manual was referred to to help them become familiar with it.
5. Suggestions were then given for conducting the course on their
own. They included:
a. Try to cover one topic a week, roughly corresponding
to each chapter in the book.
b. Decide whether a discussion leader should be appointed
each week to monitor your time and encourage full participation.
c. Break into smaller groups for discussion; break into
groups of three for practice sessions, with one person acting
as observer and helper.
d. Complete the exercises and homework assignments given
in the book. Give time to discuss homework, preferably at the
beginning of each session.
6.
Bookkeeping and administrative duties were then covered,
e.g., maintaining an attendance record, keeping a record of the topics
covered each week, completing the journal sheets, and collecting
additional handouts or notes each week.
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Collection of the data
Pretests. The two pretests, "Assertscale" and "Situations" test,
sent to all participants ten days prior to the starting date, were
collected by the researcher at the first session of each course. As
can be seen in Appendix V, information regarding subjects' age, sex,
and previous experience with assertiveness was included on the last
page of the Assertscale measure. Subjects were also asked to provide
an identification code (e.g., name, initials, mother's maiden name or
initials) so that in the event that they were asked to complete similar
questionnaires at the end of the course, the two could be matched and
compared. In this way, the data collected were kept as anonymous as
each subject wanted, but comparisons of pre- and post measures were
still possible.
Subjects were told the following:
We have been teaching assertion training courses for five
years now and are still overwhelmed by the number wanting
to enroll. We decided it was time to evaluate the courses
to see what people learn and what they think about the way
we conduct the class. Each year we try to evaluate a
different course, and this year we have chosen these
particular classes.
You would not be expected to complete as many forms as you
will be in this course every time you come to the Polytech.
I would like to thank you in advance for your cooperation,
and will now turn the course over to your course leader.
The collected pretests were then numbered consecutively with a
code indicating (a) that it was a pretest, (b) the experimental group,
and (c) the specific course.
Journal. The researcher also explained the use of the journals
and distributed two journal sheets and one private journal sheet (see
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Appendix V) to each course member, saying:
One of the ways to know what you are getting from the class
is to have you keep a record of what happens outside the
course. Each time you behave assertively or come a step
closer to it, fill it in on the sheets I’m giving you. We
usually do include some sort of personal diary or journal
in these courses because it is a useful way for you to see
what you are doing differently. This time, we would like
to ask that you bring your completed journals with you
each week that you have filled something in and give them
to your leader. I will then look over them and get an idea
of what you are doing. Keep them anonymous by using your
code. If you want the journal sheets returned, write
Return on the top.
Sometimes you might want to write something private and
even though your journal can be as anonymous as you want,
you might not want anyone to read it. For those entries,
use this sheet called Private Journal . Don’t turn them in,
but keep them for yourself. If you do make any private
entries, though, please jot down the number of entries made
in the space on the regular sheet marked Private entries.
That's just so we know you made another attempt at being
assertive and it will keep us busy guessing what you are
up to!
Your course leader might want to discuss some of your
entries as a group, so remember to bring them along.
You can collect more sheets from your leader as you need
them.
The journals were collected each week and given to the researcher.
The self-help groups were asked to leave completed journal sheets in a
box collected each week by the researcher.
Attendance . Each course leader, and an appointed recorder in the
case of the self-help groups, was responsible for maintaining a record
of attendance. As this was the usual practice in all Polytechnic
courses, no special procedures had to be initiated.
Posttests . The researcher or the research assistant attended
the last 15-minutes of the sixth session of each course in order to
distribute the two posttests and the course evaluations. A stamped.
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self-addressed envelope was given to each subject for the return of the
posttests. The course members were told the following:
We have decided to ask you to complete the same two
questionnaires you did before the course started, as well
as an evaluation of the course you've just completed.
Would you please:
1. Complete the three page questionnaire [sample shown] on how
you feel in different situations. Remember the reverse side of
page one and to put the same identification code on the last page
that you used the first time.
2. Complete the questionnaire asking for assertive responses to
ten situations [sample shown]. Please don't look anything up in
books or handouts. Just write what you remember an assertive
response to be. Leave blank any you are unsure of. Again, put
your identification code on the bottom.
Are there any questions about these two questionnaires?
3. The only new form is the evaluation itself. There are
directions and examples on the cover page, but I'll go over it
with you [sample shown]
.
[ For groups with a leader ]
:
In this example [on the cover page] you are asked to describe the
course leader. Notice that there are two words, opposites, on
either side of the page:
Pleasant Unpleasant
Enjoyable Unenjoyable
Uninteresting Interesting
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[ For groups without a leader ]
:
In this example [on the cover page] you are asked to describe the
course leader. Now in your case, you had no one course leader;
you all acted as leaders. Therefore, what you are being asked
to evaluate is the leadership function of your group. So instead
of saying whether a person was Pleasant or Unpleasant, Enjoyable
or Unenj oyable
,
Uninteresting or Interesting, you will be saying
what you thought of the shared leadership in your group.
Was it enjoyable, pleasant, uninteresting?
[ For both groups ]
:
There is a scale with seven points; 4 would be the exact middle,
meaning the leader or leadership was neither pleasant nor
unpleasant, etc.
1 would be very pleasant, 7 very unpleasant. The only
tricky part is that the words aren't always in the same order.
For example, the last one, uninteresting-interesting,
uninteresting is on the left side and interesting on the right.
So 1 would be very uninteresting and 7 very interesting.
This was done so that you would read each word and not just go
down one side and mark everything the same way without thinking.
Sorry if this is confusing, but I'd hate to have you go to all
this work and then not really be telling us what you really
think.
Does anyone have any questions about this?
I am also giving you a stamped, self-addressed envelope to return
everything in. Please send everything back within a week.
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Because most of your questionnaires will be anonymous, unless
your name is your I.D., we won't know who sent them back and
who didn't. We will be ringing you to remind you to send them
back in about 10 days, so if you already have, just say so.
Thank you very much for all your help.
Subjects who were absent on the last session of the course were
sent the posttests and course evaluation with a cover letter (see
Appendix III) and a stamped, self-addressed envelope. Those who pre-
enrolled in a course but did not attend or did not continue to attend
were sent a separate letter, also included in Appendix III, enquiring
as to the reasons for not attending. A code was used to identify the
particular course, although the returns were anonymous. The
identification codes of the pretests and posttests were matched and a
system similar to that described for the pretests used to number each
posttest and course evaluation.
Follow-up contact . Many subjects used their name as their
identification code, making it possible to record the names of those
returning the posttests. Ten days after each course finished, the
research assistant contacted all those whose posttests had not been
returned (or whose anonymous code made it impossible to know if theirs
had been returned) and reminded them to do so. Only this one follow-up
reminder was made. Unfortunately, as described in the Results chapter,
the last course finished immediately before the closing of schools for
the summer; many of the subjects in this course, therefore, were not
able to be reached, and a follow-up was not made.
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Description and development of the instruments
"Assertscale" . This instrument was designed to give an indication
of subjects' comfort level in a variety of situations where assertive
behavior would be appropriate. Examples of situations included asking
someone known well to return a borrowed item, complimenting someone of
the same sex about his/her physical appearance, and starting a
conversation with a new acquaintance of the other sex. Subjects were
asked to imagine themselves in each situation and indicate how they
probably would feel. The following options were provided: very
uncomfortable, somewhat uncomfortable, neither comfortable nor
uncomfortable, somewhat comfortable, very comfortable, and don't know.
A scale of one to five (very uncomfortable to very comfortable, with
three used for don't know and neither) was provided. Each subject's
total "Assertscale" score was the sum of the individual 30 items
making the range of possible scores from 30 to 150. Missing data were
coded as three, provided there were no more than five missing items on
any one questionnaire. Those with more than five missing items were
discarded.
The scale was not designed to assess how assertively subjects
behaved but rather how comfortable they felt behaving assertively in
specific situations. Based on past experience with assertion training
participants, how they felt in situations requiring assertive behavior
was as important as how they actually behaved. For the following
reasons an instrument was designed especially for use in this study
instead of using an existing one:
1. No assertion instrument designed for use in New Zealand was
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available. Although differences between the United States, where most
of the scales have been developed, and New Zealand are not blatantly
apparent, semantic and cultural differences do exist. The use of a
New Zealand instrument was therefore preferred.
2. As reported in Chapter II, the majority of self-report
assertion inventories was developed using a college population (Bates
& Zimmerman, 1971; Galassi et al., 1974; Gambrill & Richey, 1975;
Lawrence, 1970; McFall & Lillesand, 1971; Rathus, 1973). One exception,
the Adult Self Expression Scale (Gay et al., 1975), would have been
appropriate except that it was designed to assess respondents'
assertive behavior rather than their feelings. As previously stated,
it was decided that a measure of respondents' feelings of assertiveness
in specific situations was a more direct and relevant measure for this
study.
3. Past research, also reported in Chapter II, suggested that
assertiveness, like many personality variables, was a situation-
specific response rather than a global trait. However, the majority of
assertion scales obtained a measure of a non-specific attitude or trait
(Rich & Schroeder, 1976). An exception, the Assertion Inventory
(Gambrill & Richey, 1975), included a range of situations and was
reasonably situation-specific, but because it was designed to obtain
three types of information (degree of discomfort in specific situations,
the probability of behaving assertively in the situations, and
identification of situations in which respondents would like to behave
more assertively) the directions were complicated and completion of the
inventory time-consuming. For these reasons it was unacceptable for
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use in this study.
However, for ease of pre- and post-score comparison, an instrument
which yielded an overall score of subjects' feelings in a variety of
situations was preferred to one which yielded a series of sub-scores.
It was therefore decided that a uni-construct scale would be
developed, but that the items themselves would be situation-specific.
The instrument was constructed in such a way, however, that sub-scores
could be obtained if needed for purposes other than this study. The
steps in developing this instrument are described below.
A three-dimensional (2 x 4x6) descriptive model, similar to the
two-dimensional model reported by Gay et al. (1975), was designed as an
overall framework for generating and selecting the items to be included
in the instrument. The first dimension described the situation accord-
ing to the assertive response (protective or expressive) . The second
dimension specified the relationship of the interaction on four
variables related to sex and familiarity. The third dimension
specified the category of assertive skill required: refusing,
accepting, requesting, complimenting, initiating, and criticizing.
The relationship variables chosen (sex and familiarity) were
based on two things: (a) the research cited in Chapter II (Wisler
et al., 1975) which found that these two variables influenced subjects'
assertive behavior, and (b) the researcher’s previous experience with
scales not including these variables: subjects complained that
without more information, such as sex and familiarity of the person
with whom they were interacting in the situation, they could not
answer the questions regarding their behavior or feelings.
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Items were generated using the model described above, the
researcher s previous experience with assertion scales and assertion
training participants, topics covered in most assertion classes
(McFall & Twentyman, 1973; Schwartz & Gottman, 1976), and previous
research indicating what skills assertion trainees most wanted to
learn (Cooley, 1979).
These items were then randomly organized into a 66-item
questionnaire and distributed to a sample of 118 students attending
courses at the Christchurch Polytechnic in September, 1979. Table 15
describes the 111 subjects for whom complete data were obtained,
according to sex, age, and course attended.
Table 15
Description of Sample for Selection of "Assertscale" Items,
according to Age, Sex, and Course Attended
Course Attended
Age
Vocational3
Male Female
Nonvocational
^
Male Female Totals
Under 31 38 23 2 16 79
31-40 0 0 0 19 19
41-50 0 0 1 8 9
Over 50 0 0 0 4 4
Totals 38 23 3 47 111
Vocational courses included carpentry, fitting and turning,
and graphic design.
b Nonvocational courses included assertion training, "New Outlook"
for women, and communication skills.
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A correlation matrix was then calculated to obtain the inter-
correlations of each of the 66 items with every other item and with the
total score. Except for one item (item 51)
,
all correlations of item
with total score were positive and significant beyond the .005 level
(see Appendix V)
.
From the 41 items with correlations of .40 and above, the items
for the final questionnaire were selected, using the descriptive model
as a framework. Table 16 includes a summary of the items according to
the descriptive model (see Appendix V for the classification of each
item included in the final questionnaire)
.
Table 16
Description of the 30-item "Assertscale" according to the 2*4*6
Descriptive Model: Skill, Relationship, and Behavior
Skill
Dimensions
:
Response Relationship
Expressive Protective Same
Sex
Other
Familiarity
Known Unknown
Refusing 0 5 3 1 2 1
Accepting 0 5 1 4 1 0
Requesting 5 0 1 1 2 1
Complimenting/
Expressing Emotions 3
2 3 2 0 0
Initiating 5 0 2 1 2 3
Criticizing 4 1 1 1 1 2
Subtotals 17 13 11 10 8 7
Totals 30 36
a
a Six items specified both sex and familiarity.
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Estimating the reliability and validity of the "Assertscale"
questionnaire was carried out by the following steps:
1. The split-half correlation, corrected by the Spearman-Brown
formula, was computed for the 30-item questionnaire, using a sample of
participants in assertion training and various communication courses
held at the Polytechnic during the term prior to the commencement of
this study. Of the 58 subjects in this sample, 12 were male and 46
female; the mean age was 39.6 years; 12 had had previous experience
with assertiveness and 46 had not. The corrected correlation between
the two halves was +0.95. A correlation coefficient of this magnitude
suggested an instrument of high internal consistency.
Test-retest reliability was not computed because subjects similar
to those included in the study but not involved in courses with an
element of assertiveness included were unavailable during the duration
of the study.
2. Validity was estimated by correlating the scores obtained on
the 30-item "Assertscale" with scores obtained on the Adult Self
Expression Scale (Gay et al., 1975). As reported in Chapter II, this
particular scale has been validated on a variety of subjects with a
variety of measures. Hall (in McReynolds, 1978) stated that the
validation studies on the ASES represent the most complete and
stringent validation research carried out on any measure of assertive-
ness" (p. 331). Comparison of scores with the "Assertscale", therefore,
provided an estimate of the validity of the new instrument.
The subjects were 25 adult students enrolled in a course designed
for women wanting to reassess their educational, vocational, and
no
personal roles. The mean "Assertscale" score for this group was 81.88
with a standard deviation of 15.94; the mean ASES score was 98.52 with
a standard deviation of 20.64. 1 The rank order correlation was +0.84
(p < .001), an acceptable correlation for establishing the concurrent
validity of a new instrument.
"Situations" test . This instrument, comparable to a short answer
test, required subjects to write one assertive response to each of
ten situations. The behaviors described in the situations included
returning defective merchandise, giving constructive criticism, asking
for information, making requests, responding to criticism, giving
compliments, responding to compliments, and initiating conversations.
As indicated previously, these topics were covered in the assertion
training courses offered by the Polytechnic. The printed instructions
on the "Situations" test encouraged subjects to write a response for
each situation.
To help you start thinking about assertiveness, we would
like you to read the situations below and write in what
you think an assertive response might be. If you are
unsure, write in anything that might be assertive— try
not to leave any blank.
The test was designed to give an indication of each subject’s
knowledge of assertion skills before attending an assertion training
class, and after completion of the course, of content mastery of the
L
The possible range of scores for the "Assertscale" was 30 to 150
for the ASES, 0-192.
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skills covered. Each response was coded as either assertive, passive,
»
®r aggressive. Those not answered were coded as not answered.
The total score for each subject was the number of assertive responses
given, with a minimum score of zero and a maximum of ten. Although
each response was coded as one of the four behaviors listed above (or
as not answered)
,
only the number of assertive responses was used in
the analysis of content mastery.
A scoring guide was prepared by the researcher and is included in
Appendix V, with a copy of the "Situations" test.
The following steps were taken to achieve a reliable scoring guide:
1. Using the first draft of the scoring guide, but without
consultation with each other, a panel of three judges^ scored 20
2
10-item tests. The judges then compared their coding of each situation
and where there was disagreement, reached consensus either through
discussion or clarification of the scoring guide.
2. A revised version of the scoring guide was then written and
the same 200 responses scored by the same three judges. The mean
percent of agreement was 64% (59%—68%) . Discussion and final revision
of the scoring guide followed, as before.
3. Using 20 different tests (a further 200 responses) and the
revised scoring guide, the three judges reached an average agreement
lf
The three judges included the researcher, the research assistant,
and one independent judge familiar with assertiveness but not involved
in the study.
^The tests were completed by participants attending a course
prior to the commencement of the study.
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of 89% (80%-94%). Agreement on assertive responses only was higher,
with an average agreement of 94% (92%-95%) . This range was acceptable
as evidence of the reliability of the "Situations” test when using the
scoring guide.
4. The research assistant was responsible for scoring all of the
tests included in the actual study; therefore, her score-rescore
reliability needed to be established. Six checks over a four-month
period (each time scoring and rescoring 40 tests a week apart) resulted
in an average score-rescore agreement of 84% (78%-90%) . Although not
an acceptable level of score-rescore agreement, the average agreement
of assertive responses only was 87.3% (83%—93%) . Since only the total
number of assertive responses was used in the analysis of content
mastery, this latter agreement level was considered to be acceptable
evidence of scoring reliability.
5. Two further precautions were taken to increase the reliability
of the scores obtained from this measurement of content mastery: (a)
the scoring was done "blind", i.e., the research assistant was given
the tests in random order and therefore did not know whether she was
scoring a pretest or a posttest, nor did she know to which class or
experimental group each test belonged; and (b) no course leader was
given a copy of the test to ensure that the situations in the test were
not used as actual examples in any course.
The journal . One of the outcome measures of the effectiveness of
assertion training was incidence of assertive behavior outside the
course. A direct measure of behavior would have been preferred, but
because of time and research limitations only a self-report record of
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behavior was included in the study. As described in the previous
section, the use of the journal was explained by the researcher during
the first session of each course. Although course leaders were asked
to collect the journal sheets returned each week, no further directions
were given and no pressure was applied for subjects to complete the
sheets. In the case of the self-help groups, members were reminded to
complete and return the sheets, but again no pressure was applied.
A copy of both journal sheets is included in Appendix V.
The research assistant read each entry on each journal sheet and
awarded one point for each example of assertive behavior described.
As with the previously described outcome measures, the scoring was done
"blind" so that neither subject, course, nor experimental group was
known to the reader.
At the end of each course, the total number of points for each
subject was recorded, including the number of entries on private
journal sheets.
Course evaluation . The course evaluation was a 36-item semantic
differential questionnaire
1 distributed at the last session of each
course and returned with the two posttests previously described.
Subjects were asked to rate eight different aspects of the course
they attended: effectiveness of the leadership function, the handouts
and other teaching aids used, practice time, discussion time, homework.
^As defined by Osgood, Suci, and Tannebaum (in Sellitz,
Wrightsman, & Cook, 1976) a semantic differential questionnaire
provides a method "for measuring the meaning of an object to an
individual" (p. 428) by providing bipolar scales with which to
rate a variety of concepts relevant to that being measured.
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the assertion skills taught, the course atmosphere, and subjects'
personal gains. Seven-point bipolar adjective scales were provided
for rating each concept, as shown in Appendix V.
The concepts and scales included in the questionnaire were based
on the responses obtained from the evaluations of the first term
courses not included in the study. Following the process described
by Stevenson and Kinsey (University of Massachusetts) as the Itemized
Response Evaluation method (see Appendix V)
,
course participants were
asked to answer five general questions:
1. What were the strong points of the course?
2. What were the strong points of the course leader(s)?
3. What areas needed improvement?
4. What skill(s) covered were the most important or helpful
to you?
5. What skill(s) were the least important or helpful to you?
The responses given most often were included as concepts or
scales in the questionnaire used in the actual study. As suggested
in Kerlinger (1964, Chapter 33), half of the scales were reversed
at random; therefore, for each concept half of the scales read from
positive to negative and the other half from negative to positive,
e.g., enjoyable-unenjoyable, uninteresting-interesting. This technique
was used to "counteract response bias tendencies. A subject cannot go
down the list and check all scales at the same point" (Kerlinger,
p. 572).
For scoring, the eight concepts were collapsed into five
categories. Each subject, therefore, obtained five separate scores:
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Category Concepts
Possible
Range of Sc<
1 . Leadership function 1-6 36-252
2. Course organization 11-18 8-56
3. Teaching of assertive skills 7-10, 19-26 12-84
4. Course atmosphere 27-30 4-28
5. Personal gains 31-36 6-42
In all cases except the leadership category, the scores were the
suras of the ratings for each category. The scoring of the leadership
category was as follows:
1. When only one leader was involved, the score was the sum of
each rating multiplied by six.
2. When two leaders were involved, the score was the average of
the ratings of both leaders multiplied by six.
3. For the self-help groups, the score was the sum of the
ratings for the leaderless function multiplied by four (the group
had no designated leader for four of the six sessions) and the
ratings for the remaining led sessions multiplied by two.
This scoring system allowed all groups to be compared with each
other regardless of whether or how many leaders were involved.
In addition to the 36 semantic differential items included,
subjects were also asked four general questions similar to those
used to develop the semantic differential evaluation:
1. What were the strong points of the course?
2. What areas needed improvement?
3. What were the strong points of the course leader(s)?
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4.
What areas needed improvement?
Attendance . One of the comparisons made among groups was
attendance and attrition rates. Records were maintained in the
official register used in all Polytechnic courses. Each subject's
attendance, along with the total number attending each session, the
date, the number of class hours, and the name of the tutor in charge
were entered in the usual fashion.
The following attendance calculations were made for each class:
1. number pre-enrolled compared with number actually enrolled
2. total possible attendance (six multiplied by the number
enrolled at the first session plus five multiplied by those enrolled
at the second session)
3. actual attendance (the sum of all subjects' attendance)
4. number of subjects attending every session
5. average attendance per session
6. number of subjects not completing the course (i.e., failing
to attend the last three sessions)
.
Statistical Analyses
A summary of the statistical analyses used to test the hypotheses
included in this study is given below. A more detailed description and
rationale are including in the following chapter.
Hypotheses 1 and 3 (that there would be no significant difference
among groups on either of the two posttests) : multivariate analysis
of covariance.
117
Hypotheses 2 and 4 (that regardless of group, subjects would
obtain higher posttest scores than pretest scores) : multivariate
analysis of variance with repeated measures.
Hypothesis 5 (that there would be no significant difference among
groups on the number of journal entries): analysis of variance.
Hypothesis 6 (that the groups would not differ from each other
on three of the five evaluation variables, i.e., Skills, Atmosphere,
and Gains) : multivariate analysis of variance, followed by unplanned
comparisons if differences existed.
Hypothesis 7 (that Group 2 would obtain significantly lower scores
than Groups 1 and 3 on the evaluation variables Leadership and
Organization): one-way analysis of variance.
Hypothesis 8 (that there would be no differences among groups on
the attendance and attrition rates): independent samples chi-squares.
CHAPTER IV
RESULTS
The rationale for the statistics used to test the hypotheses in
this study, as well as the results obtained, are included in this
chapter. The raw data used in the various computations are presented
in Appendix VI, along with the correlation matrix for all of the
continuous dependent variables.
Hypothesis Testing
Hypotheses 1 and 3
The mean posttest "Assertscale" score and "Situations" score of
each of the three groups will not differ significantly from each other.
Hypotheses 1 and 3 were tested simultaneously by a two-way
multivariate analysis of covariance (MANCOVA) . The two factors were
experimental group with three levels (consumer teacher, self-help,
and professional) and time of course, also with three levels (morning,
afternoon, and evening). The second factor, although not included in
any of the hypothesis statements, was included so as to increase the
generalizability of the findings. Further discussion of this factor
is included in the Additional Analyses section of this chapter.
The two criterion or dependent variables were the posttest scores
of the "Assertscale" and "Situations" measures; the two covariates were
the respective pretest scores. In the MANCOVA procedure, the posttest
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differences among means are analyzed after statistical adjustments for
initial differences on the pretests are made (Huck, Cormier, & Bounds,
1974).
The MANCOVA procedure was used because both criterion variables
were obtained from the same population, and because they were measuring
different aspects of the same construct: assertiveness. According to
Edwards (1979) and Kerlinger (1973) it should be assumed in such
situations that the criterion variables are correlated in some unknown
way, making it necessary to test both simultaneously. The principle
advantage of a multivariate analysis over separate univariate F tests
is that the possible interactions among the criteria are tested at the
same time that the differences among variables are tested (Winer, 1971).
The pretest scores of the two measures were used as covariates to
reduce the error variance arising from initial individual differences.
The power of the test is increased when more than one covariate is
used, provided the correlation between each covariate and the dependent
variable(s) is high, and the correlation between the covariates is low
(Huck, et al., p. 145). The correlation matrix in Appendix VI shows
that this assumption was met.
The first step in testing the combined non-directional hypotheses
was to determine whether or not any group differences actually existed.
An overall F statistic was therefore calculated, the results of which
would determine whether further analysis was warranted (Hays, 1973).
The results (F = 1.786, df - 8/168, p = 0.083) indicated that there
were no significant differences in the adjusted posttest scores on
either factor. The hypotheses of no differences were therefore
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accepted, and no further analysis was made. A summary of the analysis
is given in Table 17; the unadjusted means and standard deviations of
the pre- and posttest measures, given for both factors, are shown in
Table 18.
Table 17
Summary of Two-way Multivariate Analysis of Covariance
of Two Outcome Measures by Group and Time
Source Numerator
df
Denominator F P
Group (A) 4 168 1.228 0.301
Time (B) 4 168 1.349 0.254
Group x Time (AB) 8 168 1.786 0.083
Table 18
Unadjusted Means and Standard Deviations for Pre- and Posttest Measures
according to Group and Time
"Assertscale" "Situations"
Pretest Posttest Pretest Posttest
Group
Group 1 X 79.76 103.27 4.54 7.16
sd 14.42 18.01 2.19 2.06
Group 2 X 84.44 102.56 4.60 6.96
sd 16.32 23.70 2.14 2.78
Group 3 X 79.71 104.29 4.47 6.21
sd 13.82 20.79 2.16 2.14
Time
Morning X 80.18 99.30 4.18 6.73
sd 13.74 24.58 1.83 2.52
Afternoon X 80.38 105.92 4.49 7.05
sd 15.41 16.86 2.64 2.20
Evening X 82.77 105.19 5.04 6.42
sd 15.34 19.01 1.66 2.23
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Hypothesis 2
Regardless of experimental group, subjects will obtain
significantly higher mean scores on the posttest of the "Assertscale"
than on the pretest.
To be consistent with the procedure used to test the previous
hypotheses, a multivariate test should have been used to test
Hypotheses 2 and 4 simultaneously. However, facilities for such a
complicated procedure were not available. For this reason and because
the correlation between the two pretests was not significant at the .05
level of confidence (r^ = 0.194, p = 0.059), separate analyses were
acceptable. The repeated measures analysis of variance with unequal
group sizes (Winer, 1971) was used to test each of the hypotheses.
According to Hays (1973), when multiple tests are used instead of one
multivariate test, partial control for the resulting error can be
achieved by dividing the alpha level by the number of separate
hypotheses being tested. The usual alpha of .05 for this test was
therefore lowered to .025.
The unadjusted mean scores are given in Table 18; the results of
the analysis related to the "Assertscale" measure are given in Table 19.
They show that there were no significant differences amongst groups
(F = < 1) and that regardless of group, subjects obtained significantly
higher scores on the posttest than they did on the pretest (F_ = 369.74,
p <.001). In other words, after attending the assertion training
course subjects reported a much higher comfort level in situations
requiring an assertive response or action than they did prior to the
course.
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Table 19
Repeated Measures Analysis of Variance for "Assertscale"
Source of Variation SS df MS F
Between Subjects
A (Group) 138.12 2 69.06
< 1
Subjects w. groups 53698.00 93 577.39
Within Subjects
B (Occasion) 23467.50 1 23467.30 369.74*
AB (Interaction) 383.83 2 191.15 3.01
B x subjects w. groups 5 902.60 93 63.47
= 32.12 *p < .001
Hypothesis 4
Regardless of experimental group, subjects will obtain
significantly higher mean scores on the posttest of the "Situations"
test than on the pretest.
Table 20 shows that, as with Hypothesis 2, there were no
significant differences among groups (F = < 1) , and that subjects were
able to write significantly more assertive responses after attending
the assertion training course than they were before attending the
course (F - 89.82, p< .001). The unadjusted mean scores are given
in Table 20.
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Table 20
Repeated Measures Analysis of Variance for "Situations"
Source of Variation SS df_ MS F
Between Subjects
A (Group 9.63 2 4.82
<1
Subjects w. groups 697.16 93 7.50
Within Subjects
B (Occasion) 241.54 1 241.54 89.82*
AB (Interaction) 6.75 2 3.37 1.25
B x subjects w. groups 250.06 93 2.69
n^ = 32.12 * p <.001, significant
Hypothesis 5
The mean number of self-recorded assertive behaviors for each
group will not differ significantly from each other.
Although the two outcome measures already discussed might have
been indicators of subjects' assertive behavior outside the course,
neither provided a direct behavioral measure. The journal, in which
subjects were requested to record all situations in which they even
attempted to behave assertively, was included in the study to provide
a more direct measure. However, as shown in Appendix VI, only slightly
more than half of the total subjects maintained the journal.
Nevertheless, a comparison among groups was made using a two-way
I
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analysis of variance.
Results are given in Table 21, and the means, standard deviations,
maximum, and minimum scores are given in Table 22. No significant
differences existed so the hypothesis was accepted.
Table 21
Summary of Two way Analysis of Variance of Number of Journal Entries
by Group and Time
Source of Variation SS df MS F a
Main Effects 39.215 4 9.804 1.303
A (Group) 35.209 2 17.604 2.340
B (Time) 5.181 2 2.590 0.344
Interactions
A x b 19.086 4 4.771 0.634
Explained 58.301 8 7.288 0.969
Residual 654.605 87 7.524
Total 712.906 95 7.504
a
£ not significant
Table 22
Means, Standard Deviations, and Number of Journal Entries
by Group and Time
Standard Maximum/
n Mean Deviation Minimum
Group
18/0Group 1 37 2.62 3.26
Group 2 25 1.12 1.81 7/0
Group 3 34 1.86 2.57 11/0
Time
Morning 33 1.70 2.49 9/0
Afternoon 37 2.05 2.40 11/0
Evening 26 2.19 3.48 18/0
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Hypothesis 6
The mean Skills, Atmosphere, and Gains scores of each of the three
groups will not differ significantly from each other.
A two-way multivariate analysis of variance was used to test this
hypothesis. The factor Time was included in order to increase the
generalizability of the results, given in Table 23.
Table 23
Summary of Two-way Multivariate Analysis of Variance
of Three Evaluation Variables by Group and Time
Source Numerator
df
Denominator F 2.
Group (A) 6 170.000 1.371 0.229
Time (B) 6 170.000 1.579 0.156
Group x Time (AB) 12 225.180 1.648 0.080
As predicted, there were no significant differences among groups on the
three evaluation variables. The means, standard deviations, maximum,
and minimum scores are given in Table 24,
Means,
Standard
Deviations,
and
Maximum
and
Minimum
Scores
on
Three
Evaluation
Variables
by
Group
and
Time
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Hypothesis 7
The mean Leadership and Organization scores will be significantly
lower for Group 2 than for either Group 1 or 3. There will be no
significant difference between Groups 1 and 3.
Two univariate planned comparisons using the analysis of variance
(ONEWAY) procedure were performed to test this directional hypothesis.
Although one multivariate test treating the two dependent variables
simultaneously would have been preferred, facilities for such a test
were not available. To compensate, the alpha level was lowered to .025
for the reason previously given (Hays, 1973)
.
The assumption of equal variance was first tested for the
Leadership variable using Barlett's test, as recommended by Winer
(1971, p. 208) in cases of unequal group sizes. The results (F = 1.078,
p = 0.340) were not significant so the assumption of homogeneity of
variance was accepted and the analysis continued.
Using the pooled estimate of the groups' common variance, the
t statistic was calculated for Groups 1 and 3. As hypothesized, no
significant difference was found (t_ = 0.127, jdf = 93, £ = 0.899).
Group 2 was found to be significantly different from the other two
groups (_t = 7.877, df = 93, p <.001), and as shown in Table 25 the
difference was in the predicted direction. In other words, subjects
in the self-help group rated the leadership function of the course
significantly lower than did subjects in the other two groups.
The procedure was then repeated for the Organization variable,
with similar results. The assumption of equal variance was met
(F = 0.262, p = 0.770). No significant difference was found
between
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Table 25
Means, Standard Deviations, and Maximum and Minimum Scores
on Two Evaluation Variables by Group
VARIABLES
Leadership
_
Organization
Group n X SD Max/min X SD Max/min
Group 1 37 216.76 28.69 252/136 46,41 6,36 56/30
Group 2 25 164.96 31.77 216/102 39.72 6.97 56/28
Group 3 34 215.91 24.15 252/156 46.09 6.08 56/31
Groups 1 and 3 (t = 0.208, df = 93, p = 0.836)
.
Group 2 was found to
be significantly different from Groups 1 and 3 (t_ = A. 365, df = 93,
p <.001) and, as shown in Table 25, in the predicted direction. In
other words, subjects in the self-help group rated the organization of
their course significantly lower than did subjects in the other two
groups
.
Hypothesis 8
The mean attendance and attrition rates of each of the three
groups will not differ significantly from each other.
Particularly in light of the number of subjects who failed to
complete the posttests, thus not being included in the study, the
attendance and attrition rates of each group became one of the single
most important indicators of course effectiveness. For both
experimental group and time of course, therefore, data related to three
different aspects of attendance were collected: number of pre-
enrollments compared with number of actual enrollments, session-by-
129
session attendance, and attrition rate.
Information on the number who pre-enrolled for one of the courses
but did not enroll was important because at time of pre-enrollment
information regarding the nature of each group was not given. It was
possible that when the nature of the groups (e.g., consumer teacher or
self-help group) became apparent, a greater proportion of people would
decide not to enroll than would those in the more traditional,
professionally-led courses. Information on the session-by-session
attendance provided an indication of subjects’ commitment to the course;
the attrition rate, of the level of dissatisfaction.
Comparisons among groups were made using independent samples
chi-squares. The results are given in Tables 26-28. As can be seen,
no significant differences for any of the comparisons existed. In fact,
the attendance patterns of the three groups were remarkably similar,
and the hypothesis of no difference strongly supported.
Table 26
3x2 Contingency Table showing Numbers who Pre-Enrolled Only
and Actually Enrolled by Experimental Group
Pre-Enrolled Actually
Group Only Enrolled
Group 1 13 55
Group 2 14 46
Group 3 18 58
X
2
= 0.52, df = 2, £ < .80
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Table 27
3X 2 Contingency Table showing Number of Sessions Attended
and Missed by Experimental Group
Group
Sessions
Attended
Sessions
Missed
Group 1 249 69
Group 2 211 58
Group 3 280 62
X
2
- 1.65, df= 2
, p < . 50
Table 28
3x2 Contingency Table showing Numbers who Enrolled Only
and Completed the Course by Experimental Group
Enrolled Completed
Group Only Course
Group 1 3 52
Group 2 7 39
Group 3 9 49
X
2
= 3.37, df = 2, p < .20
Additional Analyses
As mentioned above, a second factor (Time) was included in the
multivariate analyses performed. No hypotheses concerning this factor
were made, but it was included in an attempt to increase the generaliz-
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abllity *-he results. Although the comparisons given in Tables 4-10
show that for both group and time of course subjects were very similar
on demographic variables, it could be argued that those people able
and/or willing to attend courses in the daytime differed in some unknown
way from those who preferred to attend in the evening. For this reason,
whenever feasible, analyses were performed according to time as well as
group. Results not included in previous tables are given below in
Tables 29-33.
Table 29
Summary of One-way Analysis of Variance of Leadership by Time of Course
Source df SS MS F
Between Groups 2 2 952.803 1 476.402 1.154
Within Groups 93 119 004.103 1 279.614
Total 95 121 956.906
£ = .32
Summary
by Time
of
of
Table 30
One-way Analysis of Variance of Organization
Course
Source df SS MS F
Between Groups 2 53.275 26.637 0.541
Within Groups 93 4 580.465 49.252
Total 95 4633.740
p = .58
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Table 31
3x2 Contingency Table showing Numbers who Pre-Enrolled Only
and Actually Enrolled by Time of Course
Time
Pre-Enrolled
Only
Actually
Enrolled
Morning 19 52
Afternoon 15 54
Evening 11 53
X
2
= 1.80, df = 2, £ = .50
Table 32
3x2 Contingency Table showing Number of Sessions Attended
and Missed by Time of Course
Time
Sessions
Attended
Sessions
Missed
Morning 239 65
Afternoon 243 71
Evening 258 53
x
2
= 3.29, df = 2, £ = .20
Table 33
3x2 Contingency Table showing Numbers who
Completed the Course by Time of Course
Enrolled Only and
Time
Enrolled
Only
Completed
Course
Morning 7 45
Afternoon 7 47
Evening 5 48
X
2
= 0.49, df = 2, £ = .80
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As can be seen, the results of each of these analyses were similar
to those reported for the respective analyses according to group. The
conclusion for Hypotheses 1-6 and 8, therefore, is that not only were
there no differences in outcome measures for groups taught by consumer
teachers, professional teachers, or offered within a self-help format,
neither were there any differences in courses held in the morning,
afternoon, or evening. Regardless of group or time, subjects showed
a marked improvement in comfort level and knowledge of assertive
responses after attending a six-week course in assertion training;
they reported a similar number of assertive behaviors outside the
course; they evaluated the courses similarly for skills coverage,
course atmosphere, and personal gains; and they attended or
discontinued attending the course in a similar pattern.
The only difference of any magnitude between the two factors
related to Hypothesis 7. There were no significant differences
among times on the Leadership variable (F = 1.154, df = 2, £ = 0.320)
nor were there differences on the Organization variable (_F = 0.541,
df = 2, £ = 0.584). As previously discussed, however, differences did
exist among groups.
Although no hypothesis was made regarding the number of subjects
in each group who would complete all data, thus being included in the
study, such a comparison was made according to both factors. As with
the majority of the other comparisons, no significant differences
existed (see Tables 34 and 35)
.
This finding does not overcome the
problems associated with attrition, but at least it confirms that
subjects in each experimental group and attending courses at different
1 34
times were equally responsive to the researcher’s need for complete
data.
Table 34
3x2 Contingency Table showing Numbers who Completed and
Did Not Complete Data by Experimental Group
Group
Completed
Data
Did Not
Complete
Group 1 37 18
Group 2 25 21
Group 3 34 24
X
2
- 1.87, df = 2, £ < .50
Table 35
3*2 Contingency Table showing Numbers who Completed and
Did Not Complete Data by Time of Course
Completed Did Not
Time Data Complete
Morning 33 19
Afternoon 37 17
Evening 26 27
X
2 4.53, df = 2, £< .20
CHAPTER V
DISCUSSION AND SUMMARY
The purpose of this study was to investigate the feasibility of
using nonprofessional teachers and self-help groups within the New
Zealand polytechnic system. The impetus for this idea came from two
sources: (a) new government restrictions on the growth of community-
oriented courses legislated at the same time that public demand for
such courses was increasing and (b) a belief that people should be
encouraged to take more responsibility for their own education and
development. Both of these ideas were discussed in Chapter I.
For the purposes of this research, nine assertion training courses
offered by the Christchurch Polytechnic in 1980 were organized into
three experimental groups—those taught by consumer teachers (former
participants selected and trained as course leaders) , those taught by
professional staff members, and those run as self-help groups. The
effectiveness of the three groups was then compared. Five outcome
measures were used as indicators of effectiveness: self-reported
comfort level in situations requiring assertive behavior, ability to
write assertive responses to a variety of given situations, self-
reported incidence of assertive behavior outside the course, evaluation
of the course on five variables, and attendance.
Based on previous research, summarized in Chapter II, it was
hypothesized that no significant differences would be found on any
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variable except subjects' perception of the leadership function and
the organization of the course. All of the hypotheses were supported,
the results of which were given in the previous chapter. The purpose
of this chapter is to discuss these results and their implications,
and to make suggestions for further research.
Discussion of Results
Hypotheses 1-4
These hypotheses stated that regardless of experimental group,
subjects would obtain significantly higher scores on the posttests of
the "Assertscale" and "Situations" than on the pretests. Furthermore,
it was expected that the magnitude of the increases would be equal
across groups. The results, reported in Chapter IV, supported the
hypotheses and were consistent with previous research cited in Chapter
II.
The magnitude of the increases in posttest scores, on the
"Assertscale" in particular, provided strong evidence of the effective-
ness of assertion training in increasing people's knowledge of
assertiveness, in changing their feelings toward interpersonal
relationships and communication, and in improving their self-confidence.
Although some researchers have criticized the use of subjective, self-
report data in outcome studies, the two measures included in this study
provided information which was consistent with the purposes of the
course. Furthermore, "with respect to certain attributes of attitudes
—
for example, intensity and importance—self-ratings have so far proved
to be the only satisfactory source of information" (Sellitz, Wrightsman,
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& Cook, 1976, p. 407). The results, therefore, are accepted as valid
support for the four hypotheses, the conclusions of which are (a) that
assertion training is effective for the purposes stated, and (b) that
courses led by nonprofessional teachers and courses run as self-help
groups are as effective as those taught by professionals.
Another way of determining the extent of the gains made on the two
measures, as well as providing a further comparison across groups,
would be simply to count the number of subjects in each group who
showed gains, who remained the same, and who showed declines in scores
from pre- to posttest. By doing this, possible differences in the
patterns of gains among groups, obscured by the group means used in the
first analysis, would become apparent. A summary of these gains and
losses are given in Table 36.
Table 36
Gains and Losses on Two Outcome Measures by Experimental Group
Group % of
Outcome measure 123 n Total Subjects
"Assertscale"
Gain
Same
Loss
36 22 30
0 0 213 2
88
2
6
92
2
6
"Situations"
Gain
Same
Loss
29 20 25 74
5 16 12
3 4 3 10
77
13
10
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On both measures, the majority of subjects showed an increase from
pre- to posttest, indicating that they felt more comfortable in
situations requiring an assertive response and were able to write more
assertive responses to a variety of given situations after attending
the course. The proportion of subjects showing gains was greater for
the "Assertscale" measure than for the "Situations" measure (92 per
cent on the former and 77 per cent on the latter)
,
suggesting that the
course was even more effective in improving subjects’ confidence than
in increasing their knowledge of assertiveness. This pattern was
consistent across groups. Taken together, the results from this
analysis support the previous conclusions regarding the effectiveness
of assertion training.
One question which has not been answered by any of the previous
analyses, however, is whether a control group would also show
significant gains on the posttests. An appropriate comparison group
was not available during the duration of the study; however, a small
group attending one of the short courses for volunteer social workers
was asked to complete the "Assertscale" questionnaire prior to their
course ("Working with Children") and again six weeks later. The scores
obtained on these two administrations were then compared using the
t-test for correlated samples procedure (Ferguson, 1976). The results
(t = 2.023, df = 17, p >.05) indicated that subjects completing the
measure within a six week interval, but attending a course other than
assertion training, did not obtain significantly higher scores on the
posttest. Therefore, although based on a small sample of only 18
subjects, the results strengthen the previous conclusion that the
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intervention itself (i.e., the six week assertion training course) was
responsible for the highly significant difference between the pre- and
posttest scores.
Two further questions stem from the results of these four
hypotheses: why is assertion training so effective, and why is it
equally effective whether a leader is present or not and regardless of
the professional status of the leader, when present?
A partial answer to the first question was provided by Rich and
Schroeder (1976, pp. 1085-1088) in their discussion of the reasons for
unassertive behavior. One reason, they suggested, was that some people,
although knowledgeable about effective assertive responses, are unable
to discriminate between situations where such responses would be
effective and ones where they would not. They therefore use the skills
very seldom. Another reason may stem from anxiety or self-depreciation
which inhibits assertive responses, even after learning them. A third
reason given was that some people have not learned what constitutes
assertive behavior and, therefore, do not have such responses in their
repertoire.
People in each of these categories would, according to the
authors, respond to different techniques: the first group to
discrimination training, for example; the second to confidence building
and disinhibition techniques; the third to a skills approach. Specific
techniques within these categories include modeling, role playing and
practice, cognitive restructuring, and the use of homework assignments.
Research supporting the effectiveness of these techniques for behavior
change has been reported by a variety of authors (Bandura, 1971;
Curran
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& Gilbert, 1975; Glass, Gottman, & Schmurak, 1976; Hersen, Eisler,
Miller, Johnson, & Pinkston, 1973; Kazdin, 1975; Kelly, 1955;
Twentyman, Pharr, & Connor, 1980; Wolfe, 1975). As described in the
intervention sub-section of Chapter III, these techniques were all
included in the assertion training courses offered by the Polytechnic,
a fact which may account for the effectiveness of the course.
Another source of information regarding the reason for the
effectiveness of the course came from the open-ended questions included
at the end of the "Assertscale" questionnaire. Ninety-one subjects
answered these qustions, the first of which asked for the main
strengths of the course. The responses were then categorized using
the classification system referred to above. The number of times a
technique in each of these categories was cited as a main strength is
given below.
1. response acquisition (e.g., actual instruction, handouts,
books used, tapes): 27
2. response reproduction (role play, practice): 6
3. response Shaping (modeling, course leader as example,
individual attention): 11
4. cognitive restructuring (new ways of looking at things,
awareness) : 22
5. response transfer (homework, journal): 1
6. confidence/Disinhibition (meeting others with similar
problems, self-confidence, general group atmosphere): 44
7. other: 21 (including 3 who responded, "Everything").
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Other strengths cited included specific teaching methods, such as
clarity and organization; the use of group discussions; and the range
of topics included. Three members of the self-help group cited the
sharing of responsibility as the main strength.
Differences in responses among experimental groups were apparent,
the most striking being the number of subjects who wrote "None" in
response to the question "What were the main strengths of the course?"
Six out of a total of 25 in Group 2, the self-help group, responded in
this manner. Another two said the leader, when there was one, was the
only strength of the course. No one in either of the other two groups
responded in this manner: all listed at least one strength. This
8Uggests that the subjects in the self-help group were less satisfied
with their experience than were those in the other two groups.
The second question stemming from the results, i.e., why few
differences were apparent regardless of the presence, absence, or
status of the course leader, was answered in part by the review of the
literature in Chapter II. A brief summary of the points relevant to
this discussion is given below.
1. Although methodologically unsound in the majority of cases,
the few studies which have adequately evaluated and compared the
effectiveness of professional and nonprofessional workers in a variety
of fields have found that nonprofessionals were at least as effective
as professionals.
2. When stimulus material has been provided, self-help groups
were found to be as effective as groups with a leader, although
participants often rated the experience low on variables such as
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organization and on-task behavior.
3. Reasons for the effectiveness of nonprofessionals have not
been adequately researched, but speculation centers around non-
professionals' enthusiasm, empathy, warmth, and genuineness, as well
as the fact that they are usually well supervised and trained according
to a specific, skills-oriented philosophy. In many cases, their
effectiveness may depend on the professionals’ ability to clearly
define the activities and techniques to be used by them.
In this study, stimulus material was provided for the self-help
groups, and an attempt was made to provide a structure for their
interactions. According to the evaluations, the main strengths of the
course were the other group members and the book they were given. The
consumer teachers were selected according to the criteria already
mentioned as well as for their interest in and understanding of
assertiveness. They were given a skills-oriented training, resembling
the "package" approach referred to in Chapter II. All of these points
are consistent with those summarized in the preceding paragraphs, and
are therefore probably responsible for the fact that there were no
differences among groups on these outcome variables.
Hypothesis 3
This hypothesis stated that there would be no significant
difference among groups in the incidence of assertive behavior recorded
outside the course.
Although still a self-report measure, the journal was included
in an attempt to assess and compare subjects' actual behaviour.
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Confidence and knowledge, assessed by the two previously discussed
measures, were considered important outcomes of the course, but the
ultimate goal was to increase the subjects' ability to behave
assertively in real-life situations. Previous studies have included
"confederates" to assess behavior (e.g., Friedman, 1971; McFall &
Marston, 1970; McFall & Twentyman, 1973; Twentyman et al., 1980), but
the large number of subjects in this study was prohibitive.
The use of a self-recorded diary was investigated by Hedquist and
Weinhold (1970) and found to provide a valid indication of actual
behavior. Fixen, Phillips, and Wolf (1972), however, concluded that
self-reports of this nature tended to be unreliable. Perhaps the
greatest shortcomings are that journals cannot provide a qualitative
measure of the effectiveness of the behavior, and only those behaviors
recorded can be counted. From comments made during the courses being
evaluated in this study, it was clear that subjects often forgot or
neglected to record an incident in which they had behaved assertively.
The total number of recorded behaviors, therefore, provided an under-
estimated account of the actual number of assertive behaviors which
occurred.
Despite these limitations, the number of recorded behaviors
provided further information regarding the comparative effectiveness
of each group. The analysis of variance results indicated that there
were no differences among groups, but since no pre-course assessment of
behavior was included, it cannot be said that the course increased the
incidence of assertive behavior. Unfortunately, whether there was a
cumulative increase over the six week period cannot be determined
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either, since many subjects failed to date the journal entries. From
the comments written on the journal sheets, however, it was clear that
in most cases the subjects' assertive behavior was a direct result of
the course they were attending. Sample comments included:
I had been acting like a coward before and really this
was easy. I skipped home feeling very happy with myself.
Didn't feel quite as hurt as I had before being
assertive.
I don't usually stand up for myself but I thought
I may as well try. It worked okay, she was nice to me.
Felt good that I had been able to ask something for
me—a thing I have found hard to do.
I felt happy about the situation as I thought about
the skills which I had learnt so far (and they do stay with
you and make you think about them), i.e. rights. I felt in
no way at all guilty or sorry for it.
Relieved that for once 1 had not made up an excuse,
though I felt a bit of a "spoil-sport".
Fifty-nine subjects recorded at least one behaviour that was
judged by the research assistant to be assertive. This was 61 per cent
of the total number of subjects included in the study. Although there
was no significant difference in the number of behaviors recorded among
groups, there was a difference in the percentage of subjects in each
group that recorded at least one behavior: 49 per cent for Group 1,
68 per cent for Group 2, and 71 per cent for Group 3. The relatively
low percentage of subjects in Group 1 who recorded any assertive
behaviors during the six weeks cannot be investigated further; only
speculations can be made.
It is possible that the consumer teachers failed to remind their
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course members to complete the journal. Or, the course members may not
have been encouraged to try out new behaviors to the same extent as
those in the other two groups were. It is also possible that the
skills were not as clearly presented by the consumer teachers as they
were by the professionals or in the book used by the self-help groups.
The answers to the open-ended questions included on the evaluation
forms do not support any of these possibilities, so no conclusions can
be drawn.
Hypotheses 6 and 7
These two hypotheses referred to the course evaluations completed
by all subjects. It was predicted that no differences among groups
would exist on the items assessing the course atmosphere, the coverage
of the skills taught, and the personal gains made. It was, however,
predicted that Group 2 (the self-help group) would rate the leadership
function and course organization significantly lower than would either
Group 1 or 3. Both of these hypotheses were supported.
The lower rating given by Group 2 to the leadership and
organization variables is consistent with their answers to the second
and fourth of the open-ended questions on the evaluation: what areas
of the course (Question 2) and course leader (Question 4) needed
improvement. Over 70 per cent of the self-help members responded that
a course leader was needed at every session, and over half said more
structure was required. One person said that everything needed
improvement. No one from the other two groups made a similar comment
or suggested a need for more structure. Comments made by members of the
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self-help group included:
It was slap-dash and we wasted a lot of time.
After 27 years of not being allowed to mix with other
people I think I needed much more than a leaderless group
to help me cope with the outside world.
If I had known my group wouldn’t have a leader, I
wouldn't have enrolled. Going to a leaderless assertiveness
course to me is rather like learning to drive from someone
who can't drive him/herself.
Just make sure there is a leader for every session.
I am sorry to say I didn't get much out of the course
as I am the type of person who needs good leadership—but
it was worth a try.
No clear differences between Groups 1 and 3 were apparent,
although there were slightly more improvements suggested for the
consumer teachers than for the professionals. In most cases, a
specific improvement was suggested by only one or two subjects,
indicating that no serious weaknesses were obvious to the course
members
.
The negative comments made by the members of the self-help group
imply that if such groups are to be used within a polytechnic setting,
the courses should be advertised as such so that people can choose
whether they wish to enroll. Also, more structure needs to be built
into the self-help group, perhaps through the use of audio or video
recordings, films, and more discussion topics. A session on group
participation and leadership skills might also reduce the negative
feelings expressed by the people in this study.
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Hypothesis 8
This hypothesis predicted that there would be no significant
differences among groups in the attendance and attrition rates.
The results supported the hypothesis.
In courses where attendance is self-motivated, people tend to
"vote with their feet"; that is, if they are dissatisfied with the
content, the teaching methods, the venue, or course atmosphere, they
simply stop attending. Although no official data on the attendance
pattern of non-examination courses were easily attainable, even a
casual glance at the attendance records of a variety of courses
indicated that it was not unusual for the number attending to drop by
half or more by the end of a course. By comparison, the community
studies courses, and assertion training in particular, maintained a
high attendance rate. The attendance rates for the two courses taught
by the researcher during the term prior to the commencement of the
study, for example, averaged 90 per cent. This was consistent with
the attendance patterns for the previous four years.
A comparison of the attendance patterns of the three groups in
this study, therefore, provided another measure of the comparative
effectiveness of the courses. This was one measure which did not rely
on subjects completing questionnaires or journals, and all subjects
were included in the analysis regardless of how many sessions they
attended or how many forms they completed. From this perspective, it
was the single most important comparison made in the study.
As described in Chapter IV, the attendance analysis was approached
from several different angles: differences among groups in the numbers
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enrolling for a course, in attending throughout the course, and in
completing the course. No differences among groups were found on any
of these variables. This is strong support for the conclusion that
despite the differences brought out by the course evaluations, subjects
^11 three experimental groups felt committed to the course in which
they were enrolled and were gaining something by attending.
There were differences in the attendance rates of individual
classes but when analyzed according to group, these differences were
insignificant. The highest attendance rate for any one class was 82
per cent (in Group 1) and the lowest, 72 per cent (also in Group 1).
None of the attendance rates equalled that recorded for the courses
held prior to the study, but whatever the reason, it must have been
consistent across groups.
The most surprising aspect of the results of this hypothesis was
that the members of the self-help group, the majority of whom obviously
disliked working without a leader, continued to attend. There could be
several explanations for this:
1. There were only six sessions, two of which had a leader.
This meant that the self-help groups were on their own for no more
than two consecutive sessions. This may have encouraged participants
to maintain their attendance.
2. Because there was no designated leader, course members had to
take responsibility themselves, and may have felt more committed to
each other than did members of the other groups. Even if they
considered not attending, therefore, their commitment to each other
might have encouraged them to return. Certainly, the proportion of
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people who listed the group as the main strength of the course was
greater in the self-help classes than in the other classes.
• Although they would have preferred a leader, they may have
still enjoyed meeting once a week to discuss their problems, successes,
and reactions to the reading they had done. They may have only felt
they would have achieved more had there been a leader. In fact, during
the fourth session, when the research assistant attended, it was
obvious to her that the self-help groups were concerned about whether
or not they were learning as much as the groups with a leader were.
The notes from two of these observations, included in Appendix IV,
support this explanation:
My feeling was that they were unsure of how they were
getting on. That they thought they had a disadvantage and
were missing out. Actually they were alert and extending
themselves perhaps more than the average group.
This was a friendly group, well motivated. No one
held back or distracted [the group]
.
They seemed even in
their needs and interest level. There was no word of
feeling disadvantaged from being a self-help group. They
accepted their group as it was and seemed to enjoy their
independence. They did, however, want to know if they were
at the expected level after four weeks of meeting.
Fortunately, there were no significant differences among groups
in the number of people who pre-enrolled for one of the courses but
failed to enroll. Such a difference could have prejudiced the results
of all of the hypotheses to the extent that those most unfavorably
disposed toward the type of course they unknowingly had enrolled in
(in particular the self-help courses) would have selected themselves
out of the study. Because of this possibility, a letter (included in
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Appendix III) was sent to those who had pre-enrolled but either did not
attend at all, or attended only one or two sessions. Of the 38 sent,
16 were returned.
The reasons given for not attending the course were:
Group 1
Change in family or work commitments: 4
Location inconvenient: 1
Transport problems: 1
Going overseas : 1
Two planned to attend at a later date, one did not, and two were
unsure. One person had attended one session and described the session
as excellent.
Group 2
Change in family or work commitments: 3
Teaching methods not what expected: 2
Illness: 1
Two people planned to return, one did not, and one was unsure.
One person attended two sessions before discontinuing. The comments
made were that the first session was enjoyable, but a leader was
needed for the second. Another person commented on the clarity of
the book.
In addition, the following comments were written:
I was disappointed in the course after the second
session—we didn't appear to be achieving anything by
sitting about discussing questions that were already
clearly answered in the book. I felt a leader was
necessary to keep things going.
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I feel the leaderless courses should be advertised as
such. I only found out my course was leaderless after
having been on a waiting list for weeks. If I had known
through the advertisement I would not have enrolled. Not
advertising it as a leaderless course gives the course
o^S^nizers an unfair advantage. I know I had the choice
of not enrolling but that would have meant wasting all
those weeks on the waiting list. Now I took my chance.
Group 3
Change in family or work commitments: 5
Location inconvenient: 1
Course not what expected: 1
Teaching methods not what expected: 1
Disapproval from others: 1
Two planned to enroll again, three were unsure. The course was
described by one person who had attended as interesting and beneficial
another described it as excellent.
Other comments included:
One leader had a giggle which annoyed me.
I thought there would be a more personal touch.
I think smaller groups would be better.
I consider that such a course would be a great help
to me and found it informing. It was unfortunate that my
holidays came at the same time as the course.
I was unemployed at time of applying for the course.
But have since become employed in a rotating shift position.
I will apply for another course when shift is more regulated.
Once again, the subjects in Group 2 expressed more negative
reactions to the course structure than did subjects in the other two
groups. It must be emphasized, however, that only a small proportion
of the total letters sent were returned, so the reasons for not
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attending are still unknown. And, as shown in Table 26, the proportion
of subjects not enrolling was almost identical for each group, probably
ruling out the possibility that people reacted more negatively to the
idea of a self-help group.
Additional analyses
One of the purposes of this study was to evaluate the effectiveness
of assertion training and identify some of the factors influencing that
effectiveness. The results of the various outcome measures were,
therefore, analyzed according to more than the main factor, course
leadership. Determining that courses held at different times were
equally effective, for example, would allow for more flexibility in
timetabling. Prior to analyzing the results from this study, the
majority of daytime assertion training courses were held during the
morning in the belief that they were more popular than courses held in
the afternoon. Previous course leaders also felt that evening classes
tended to attract people who were more assertive than those attending
daytime classes. Fewer evening classes were therefore scheduled,
assuming that fewer gains were made in them. Both of these assumptions
have been proven incorrect by the results of the analyses investigating
the factor Time.
The Role of Professionals
The results from this study raised several questions regarding the
most effective and efficient use of professional staff. Since, for
instance, self-help assertion training courses have been found to be as
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effective as ones with a leader, and since the cost of a self-help
group is less, why not conduct all such courses as self-help groups?
Similarly, it could be argued that using former participants as course
leaders would be more economical than using professional staff. And,
if this one course can be organized along these lines, would it not be
feasible to organize other courses along the same lines? Perhaps an
even more pressing question is how professional staff members would
react to such recommendations, and if favorable, what their role would
be.
Research into professionals' reactions toward nonprofessionals,
paraprofessionals
,
and volunteers has been reported, summaries of
which were included in the writings of Brown (1974) and Nash, Lifton,
and Smith (1978). Others have addressed the issue of professionals'
attitudes toward self-help groups (Bowles, 1978; Gartner & Riessman,
1977; Katz & Bender, 1976). The conclusions drawn were that problems
arise mainly because (a) professionals lack information regarding the
potential of these alternative services; (b) such alternatives minimize
the professionals' role in the helping process; and (c) they imply that
the traditional, professionally-dominated services are inadequate or
ineffective.
Suggestions of ways to overcome these problems were made by Kremer
and D'Aguiar (1978), Bowles (1978), and Moore (1974). The common
theme was that the roles and special attributes of each group had to
be clearly defined, and that this process should be a joint effort.
One specific suggestion made by Kremer and D'Aguiar (p. 227) was for
professional and nonprofessional workers to develop a training program
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together, with the emphasis on the skills needed to meet the needs of
the client group, rather than to overcome the deficiencies of the
nonprofessionals
.
Bowles identified a variety of roles and functions of professionals
in the self-help movement. The specific roles professionals could be
expected to fill, depending on the nature of the group, included:
catalyst, facilitator, consultant, trainer, diagnostician, and role
model. Professionals' functions could include:
1. referring people to existing groups
2. organizing chapters of existing groups
3. initiating a new group
4. providing staffing for the group (the most controversial
function since the main strength of self-help groups is
their independence)
5. providing support services.
According to Bowles, the most desirable relationship between self-
help groups and professional services is one in which the self-help
group provides an expanded service to that offered by the professionals
and an alternative service for those not catered for by the traditional
system. The first relationship in particular requires mutual under-
standing and support between the self-help and professional groups and
is the one most relevant to this study. Therefore, instead of
elaborating on the potential problems between professionals, self-help
groups, and nonprofessionals, a model for developing such a relationship
within the polytechnic system will be discussed,
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The relationship between professionals and consumer teachers
Given the polytechnic structure and the fact that, although some
courses are oversubscribed, staffing restrictions prohibit the addition
of more classes, the most sensible goal regarding consumer teachers
would be to train them to teach outside the polytechnic. In this way,
the services provided by the polytechnic would be augmented, at the
same time that additional community resources were being developed.
The role of the polytechnic staff would consist of three phases:
development, training, and implementation. These are briefly described
below.
Phase 1 : Development . This phase would include the identification
of community needs and interests, the development and trial of courses
and material to meet those needs, and the generation of further interest
through successful courses and publicity. An institution as large and
varied as a polytechnic can, within certain limitations, afford such
activities, whereas many smaller, community-based educational centers
can not. Certainly individuals, such as consumer teachers, would find
it difficult.
Phase 2: Selection and Training . When, as was the case with
assertion training, a course, or possibly several courses, prove to be
very popular, the staff would begin planning for the selection and
training of consumer teachers. More than one such training program
could be held simultaneously, since some of the training needs would no
doubt overlap.
For the selection component, the professionals would need to
clearly define the characteristics and qualities on which consumer
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teachers would be selected. Training would also be directed by the
professional staff. Moore (1974) identified three tasks specific to
the training phase: (a) the translation of broad objectives into
behavioral descriptions of subskills; (b) the opportunity to practice
these skills in increasingly more demanding stages; e.g., modelling,
role playing, and supervised trials; and (c) ongoing consultation and
supervision. These tasks are based on the microcounseling techniques
described by Ivey (1971), and have been found to be particularly well-
suited for the training of nonprofessionals and volunteers (Danish 6
Brock, 1974; Durlak, 1980; Ivey, 1971; Mitchell, Kantrowitz, & Davidson,
1980; Moore, 1974).
Phase 3: Implementation
. Polytechnic staff probably would need
to help the consumer teachers establish themselves in the community
centers where they would be of most benefit. Although it would have to
be clear that the consumer teachers were operating independently, the
polytechnic would be able to publicize the fact that these people were
willing to lead courses for which there was a great demand. A variety
of groups, including rural areas, make requests for courses, many of
which cannot be met by the polytechnic. These requests could be
re-directed to the consumer teachers as well.
Limited use of consumer teachers within the polytechnic system
would also be possible, particularly as replacements for staff who were
ill or on leave. Another avenue for their involvement would be the
self-support or "user pays" system: when a particular course was over-
subscribed, the people on the waiting list could be given the option of
paying a slightly higher enrollment fee so that a consumer teacher
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could be employed to teach an additional class.
One of the main purposes for training consumer teachers would be
to provide more resources to the community, thus enabling professional
staff to devote more time to the activities in Phase 1. In other words,
the model described here should be seen as circular. After Phase 3 is
completed, the professional staff could return to Phase 1 and begin the
cycle again. The relationship between the professional and non-
professional workers would, therefore, be complementary and mutually-
beneficial.
The relationship between professionals and self-help groups
The results of this study indicate that self-help groups offer
another viable alternative to the staffing problems currently facing
the polytechnics. Some professionals might interpret the findings as
suggesting that they are no longer needed, that as much learning occurs
without them as with them. Although to some extent this is true, the
role of the professional was critical to the success of the self-help
groups in this study. Professional staff were needed for the same
activities listed in Phase 1 above, in particular for the development
of the resources used by the self-help groups. As reported by Solomon
and Berzon (see Chapter II) , the inclusion of stimulus material was
found to increase the effectiveness of self-help groups, and
professional input was needed to develop such material. Staff
assistance was needed to initiate the group members and to act as
resource people. From the comments made by members of the self-help
groups in this study, even more staff input was required. The
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following suggestions would, according to these comments, improve
future self-help groups:
1. Self-help courses should be advertised as such. A system
similar to that suggested for the use of consumer teachers could be
implemented; i.e., people on a waiting list could be given the option
of joining a self-help group.
2. Besides providing guidelines and resources, a staff member
should lead a session on group participation and leadership skills.
3. Self-help groups should be given time to evolve. Instead of
specifying the course length, the participants themselves should decide
when to meet, how often, and for how long. The role of the polytechnic
should be that of initiating the group and providing a venue for a
specified number of sessions. After that, the group itself should be
in control.
4. Someone should be available as a resource person. This
function could be filled by a consumer teacher instead of a professional
staff member—a situation more consistent with the philosophy of self-
help.
Implications of the Study
Implications for the Polytechnic
The restrictions on growth imposed by government’s financial
policy have left polytechnics with only two options: to accept their
inability to meet the demands for more community education programs or
to create alternative methods of financing such programs. The
alternatives explored in this study were aimed at increasing the
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flexibility and efficient use of the allocated resources, especially
staff. By training consumer teachers to teach additional classes of
more popular courses, the full-time salaried staff would be able to
develop and teach a greater variety of courses than possible under
present circumstances. By organizing self-help groups for people on
the waiting lists of over-subscribed courses, a greater number of
people would be served without an increase in staffing. Such a format
would not be appropriate for all courses, but in cases where sufficient
teaching material was available and where group discussion was the
preferred teaching style, self-help groups would be feasible.
Implications for other institutions
Training consumer teachers would have a positive effect on
institutions other than the polytechnic. The long-term goal of a
consumer teacher program should be to develop a pool of course leaders
to be used throughout the community. Instead of the polytechnic
attempting to meet all of the demands for the courses it initiates, it
could then take responsibility for developing new ideas, demonstrating
the success of these, then training others to help meet the demand, and
returning to the development of further programs. Being larger and
more diverse, the polytechnic can afford to take risks with new
ventures more than the smaller, self supporting learning centers can.
Having full-time, professional staff members makes the role of initiator
and trainer possible; organizing time and energy so that this function
can be carried out would result in better service to other educational
institutions as well as to the public.
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Implications for the consumer teacher
One of the goals of community education is to encourage people to
become more active and to take more responsibility for their own
education. Giving- course participants the opportunity to become
teachers of the same course for which they had previously enrolled is
consistent with this goal. The positive effects such an experience has
had on indigenous workers in a variety of fields are well documented
and are covered in more detail in Chapter II. The consumer teacher
program would also create an employment possibility for those involved.
The community center system in New Zealand operates by community
members offering a course, charging whatever is considered reasonable,
paying a small rental fee to the center, and keeping the remainder as
earnings. Consumer teachers would easily fit into such a system.
Implications for the course members
The advantages of self-help groups for the participants are that
such groups can be smaller than the official polytechnic classes, and
they can meet in less formal settings. In addition, the very nature of
self-help groups encourages members to learn additional skills.
The advantages of using consumer teachers, as far as the course
members are concerned, are that more courses could be offered, and the
consumer teachers, being peers, would act as role models for the course
members to a greater extent than the professionals can.
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Suggestions for Further Research
The main strengths of this study are:
1. that a three-way comparison of professionals, nonprofessionals,
and self-help groups was included, something not reported previously in
the literature
2. that multiple outcome measure^, including both objective and
subjective measures of participants' gains, were used
3. that a number of controls were included, something often
neglected in field studies of this nature
4. that multivariate statistics were used, where possible, to
analyze the results
5. that the results of the study indicate one possible solution
to the problem of increasing demand and decreasing resources for
community-oriented programs and courses.
Unfortunately, there are also weaknesses, the most serious being
the large number of potential subjects not included in the study
because of incomplete data. Another weakness is that a comparison
group was not used in the development of the two outcome measures,
"Assertscale" and "Situations", eliminating the possibility of using
either of them as a diagnostic or selection tool without further
validation. Also, an actual behavioral measure to replace or
complement the self-recorded journal would have been an advantage.
All of these weaknesses indicate areas for further research or
improvements to be made should this study be repeated.
Of greater interest, however, would be research in the following
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areas
:
1. the long-term effects of assertion training: The majority of
experimental studies on the effectiveness of assertion training have
included posttesting immediately after completion of the course. A few
have included follow-up evaluations. For example, Twentyman et al.
(1980) had a confederate telephone subjects four to six weeks after
completion of their course to assess their refusal behavior. He
reported that treatment gains were not maintained, although the
appropriateness of the measure was questionable.
Sanchez, Lewinsohn, and Larson (1980), on the other hand, found
that more gains had been made between the immediate posttest and a one-
month follow-up. An even longer term evaluation was included in a study
reported by Stake and Pearlman (1980) in which subjects were tested
before, immediately after, and one year after attending an assertion
training course. The measures included a self-esteem scale, a
performance questionnaire, and a self-assessment of the extent to which
they used the assertion skills. Significant increases in self-esteem
were found between pre- and posttesting and between posttesting and the
follow-up (F^ = 52.91, £ = <.0001). A strong positive correlation was
reported between self-esteem scores and subjects' ratings of their use
of assertion skills.
2. the "helper-therapy" principle as it applies to consumer
teachers: Unfortunately, no attempt was made in this study to determine
what effect teaching assertiveness to others had on the consumer
teachers.
3. the impact of selection and training: No systematic attempt
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was made to isolate the factors contributing to the effectiveness of
the consumer teachers. It did not seem ethical to provide training to
some and not to others or to make selections according to varying
criteria. However, knowledge regarding the importance of selection
and training would provide guidelines for the development of further,
more effective, programs.
A model for such an investigation was developed by D'Augeli and
Danish (1976) and consists of three strategies: one to isolate the
relative importance of selection and training, one to identify the
factors underlying effective training, and one to evaluate the impact
of the trained helpers on the target population. This is indeed an
ambitious model, but its use, even in part, would help to answer some
of the questions regarding the most efficient use of staff, both
professional and nonprofessional.
4. the generalizability of the results of this study to other
areas: Only the comparative effectiveness of assertion training
courses was investigated in this study. The results, therefore, should
not be generalized beyond this one content area. Research into the
effectiveness of self-help groups and consumer teachers in other fields
needs to be done before these alternatives can receive widespread
support. When combined with the results from previous research,
however, this study should indicate that such support is warranted.
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CHRISTCHURCH POLYTEC H N I C
24 March 1980
TO COURSE APPLICANTS
ASSERTION TRAINING FOR LEADERS
This is to let you know that you have been selected to attend the
Assertion Training for Leaders Course. We are excited about the course
and hope it is fun, as well as useful, for you.
Course details are as follows:
Daytime: 10 and 17 April (Thursdays), at 10.00 a.m. to 12.00
noon Room A3A (see map at end of letter)
Evening
:
15 and 22 April (Tuesdays), 7.00 to 9.00 p.m.
Room R207 (see map)
Both: 19 April (Saturday), 9.00 a.m. to 3.00 p.m. - Room
R207. Please bring your own lunch. Coffee and tea
will be provided.
YOU ARE ASKED TO ATTEND THE FOLLOWING:
Enrolment
:
Parking :
As this is an official Polytechnic course, you must be
enrolled and, unfortunately, pay the usual course fee.
For those who have not enrolled for another course this
year
,
the fee is $6.50. For those who have already enrolled
in another course, it is $2.50.
Please bring the exact amount or pay by cheque (enrolment
will be completed at the first session)
.
Parking can be a problem. If you cannot find a park on
the street, you are advised to use the Student Car Park
(see map)
.
As this is a training course, there will be reading and other assignments
given. Two edited articles are enclosed, with discussion questions, for
you to read before the first session.
You will be asked to prepare two handouts or other teaching aids
(poster, chart, diagram, etc.) which could be used to teach a particular
skill or cover a particular topic in an assertion training group. The
187
Saturday session will be devoted almost entirely to practising teaching
using these aids. Those of you in the evening session will only have
three days to prepare, so you might want to start thinking about it now.
Marjorie Manthei and Irene Malcolm
Course Leaders
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Session 1
9:00 - 9:15
9:15 - 9:35
9:35 - 10:50
Session 2
9:00 - 10:45
10:45 - 11:00
Session 3 (all
9:15 - 10:30
10:30 - 10:45
10:45 - 11:30
11:30 - 12:45
12:45 - 2:30
COURSE OUTLINE: TRAINING OF POTENTIAL TEACHERS
Introductions
Outline of course
Arrangements for all-day Saturday session
Using handouts
Methods of presentation
Purpose of assertion courses: therapy
vs. education purposes
Discussion of excerpt from Lazarus’ writings
on assertiveness
Discussion of writings from Lazarus and
Wolpe
Explanation of practice lesson to be
prepared for Saturday session
day Saturday session)
Learning in groups
Setting up a group
Roles in a group
Disfunctions of groups
Morning tea
Dangers of assertive behaviour: "too much
too soon" (a former course member sharing
the problems she faced)
Lunch
Individual presentations of prepared
lesson (in groups of four)
Evaluation/Discussion
Administrative procedures of running a
course
Peer evaluations /recommendations
2:30 - 3:00
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COURSE OUTLINE: TEACHING SKILLS COURSE
Selected Consumer Teachers
3 weekly sessions, 2 hours each
Session 1
Insight into learners
Environment for adult learning
Session 2
Lesson Planning: ideas for introduction
steps of a lesson
good questioning techniques
Session 3
Teacher performance and assessment:
and evaluation from group.
"mini" lesson presented with comments
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PERSONAL EVALUATION OF PRACTICE TEACHING1.
What were the strong points of the material chosen?
2.
What could be improved about the material?
3.
What were the strong points about the teaching/ leading?
4
.
What could be improved about the teaching/ leading ?
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CHRISTCHURCH POLYTECHNIC
Department of Art and Community Studies
ASSERTION TRAINING FOR LEADERS
1. Of the participants in this training course, please name 1-3 people
whom you feel would make good assertion training group leaders:
( 1 )
( 2 )
(3)
2. Please complete the following:
A.
B.
would
Bwould not
course in June or July.
T would
consider co-leading an assertion training
would no.0 consider leading a group myself in June or
July. (Please remember that assistance is available through
Irene or myself)
.
C.
D.
would
would no
.B consider speaking to groups about
assertiveness
(usually as a "one shot" hour session) as the occasion arises,
would
i—
| consider organising and leading informal
would no
courses in someone's home or at a community centre
NAME:
Thank you.
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APPENDIX II
ASSERTION TRAINING COURSES
Contents Page: 'Positively Me* (1979)
Skills Page: ’Positively Me' (1979)
Sample Handouts
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CONTENTS PAGE (POSITIVELY ME.
Preface : The purpose of this book, the skills approach,
those who have completed assertion training courses.
Acknowledgements
1. Introduction : 'How is being assertive different
from being aggressive?'
The course begins, warning regarding bahaviour
change, assumptions of assertion training,
definitions of assertive and other behaviours.
2. Assertion Skills : The need to express and the
need to protect.
Explanation of two general categories of assertion
skills taught in this book, suggested journal for
noting personal reactions to everyday situations.
3. Responding to Compliments : How we 'discount'
compliments and make sure we don't get any more.
Pitfalls in responding to compliments, assertion
skills of accepting compliments, giving compliments
directly.
4. The Art of Persistence : Saying what you mean and
meaning what you say
Pitfalls in refusing requests, pitfalls in making
requests, assertion skill of persistence, assertion
skill of compromise.
5. Giving and Responding to Criticism: 'No one can
make you feel inferior without your consent.'
Pitfalls in handling criticism, pitfalls in giving
criticism, assertion skills of giving and receiving
criticism.
6. Effective Communications: 'Communication is the
art of being understood. 1
Elements of effective communication, reasons for
ineffective communication, assertion skills of
speaking up, expressing opinions and feelings,
conversation skills.
1979)
reactions of
1
13
17
26
36
50
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7. Summary: Tying together loose ends. 64
How you know when you are not being assertive,
when not to be assertive.
Appendix : Background experience necessary for leading 68
assertion training groups, references for leaders and
learners, New Zealand contacts involved in assertion
training.
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ASSERTION SKILLS PAGE (POSITIVELY ME, 1979)
EXPRESSIVE SKILLS
Accepting Compliments - with comments 20
-
'Questioning' 20
Giving Compliments 24
Compromising 29-30
Making Requests - 'Broken Record' 31-32
Persistence 27
Handling Criticism - 'Questioning' 39-40
-
'Sorting Issues' 40-41
Giving Criticism 45-46
Looking Assertive 53-54
Speaking Up 55
Conversing 58-60
PROTECTIVE SKILLS
Accepting Compliments - with appreciation 19-20
Refusing Requests - 'Broken Record' 28
Handling Criticism - 'Agreeing' 41-42
- 'Selective Ignoring' 43
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Department of Art and Community Studies
ASSERTION TRAINING
The main goal of assertion training is to improve communication among
people.
The situations causing most people difficulty are those requiring an
honest expression of feeling, both positive and negative; situations
requiring persistence or saying "no"; and where criticism is involved.
The goal is not to teach you to win arguments, get you own way, or be
aggressive. It is to help you (i) stand up for yourself, (ii) feel
better about yourself and your rights, and (iii) choose from a wider
range of behaviours.
This course is based on certain beliefs which will be discussed more
fully. They are:
1. We all have certain rights, such as the right to be different, to
make our own decisions, to change our minds.
2. We are responsible for ourselves and our actions.
3. Most of our beliefs and behaviours have been learned. It follows,
then, that we can learn new ones.
4. One way to learn new behaviours is to practice them in a friendly
atmosphere; in other words, when it "doesn't count".
5. When unexpressed negative feelings build up, they are eventually
expressed - but often in a negative way, such as pouting, exploding,
or illness. Learning to express feelings positively, as they arise,
is healthier.
6. Change often causes conflict. It is important to realise this and
use any new skills appropriately and one step at a time .
The topics which will be covered in this course are:
(a) Assertiveness: What it is and is not.
(b) Rights - do we have them? Do we accept them?
(c) Self Confidence.
(d) Assertion Skills: Expressive and Protective.
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You will be asked to evaluate the course when it is finished. Please
remember your reactions to each session, or better yet, let us know
throughout the course.
"There is so much more to be gained from life by being free and able
to stand up for oneself, and from honouring the same right for others."
YOUR PERFECT RIGHT - Alberti and Emmons
Course Leader
1980
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APPENDIX III
COURSE PARTICIPANTS (SUBJECTS)
Letters sent to Enrolees
Cover Letter with Pretests
Enrolment Form
Follow-up Letters
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PLEASE DO NOT WRITE ON THIS PAPER. RETURN IT WHEN YOU HAVE FINISHED.
THANK YOU, WE'RE TRYING TO CONSERVE.
AND JUST WHAT IS ASSERTIVE BEHAVIOUR-
Situation: It's your first free night in weeks and you have several
things you want to accomplish. Alone. Someone drops by for a chat and
seems to be planning to stay several hours. You would rather continue
doing what you were doing without interruptions.
Possible behaviours:
(a) Invite them in, drop what you are doing, probably even serve
tea
and bikkies.
(b) Explain that you were busy and arrange for a visit when
you are both
free.
(c) Pretend, after a few minutes, that you were just ready to
leave for
a meeting and apologise for not being able to have a chat.
(d) Not invite them in, make it quite clear that you
do not like
unexpected callers so that it won't happen again.
QUESTIONS :
1. From the list on the board, what "label"
best fits each of the
possible behaviours given above?
2. How would you feel behaving in each of the
four ways described?
3. What are the possible short term
outcomes of each of the behaviours?
4. What are the possible long. term
outcomes of each?
5. Which behaviour would you most like to
be able to do?
6. Which behaviour sounds most like
you?
EXERCISE :
Trv as a group, Co write a definition
for assertive behaviour. If you
finish before the other groups, try writing
definitions for the
three behaviours as well.
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ts
7 May 1980
ASSERTION TRAINING COURSE
Welcome as a member of this course
Dates
:
Thursdays, 5 June to 9 July
Time
:
7.30 to 9.00 p.m.
Place Christchurch Polytechnic, Room C23A (see map)
Fees The fee is $6.50, reducible to $2.50 if you have paid
for another Polytechnic course this year. Please bring
the exact change or pay by cheque.
Parking: Except for street parking, the only available parking
is in the student car parks (see map)
.
What to Bring: Enclosed are two questionnaires which we would like
you to complete and bring with you to the first session
It will help us know more about what you want and need
from the course.
Course Leader: Trish Shields
Looking forward to seeing you.
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ASSERTION TRAINING COURSE
According to our records, you wish to join one of our September Assertion
Training courses.
Enclosed are an information sheet about your course and two questionnaires
to complete and bring with you to the first session. Enrolment and payment
of fees will be done then too.
PLEASE READ THIS :
Because of the popularity of the assertion courses, we have had trouble
meeting the demand. To try to do so, we have done two things:
(1) We have trained more course leaders and have helped other groups
start courses.
(2) We decided to try "leaderless" groups, which means we can offer
more courses with the leaders we have. Of the six weeks, three are
led by one of our staff and for the other three the group "teaches
itself".
The course you have signed up for will be one of the leaderless groups.
You will be given a free copy of the book Positively Me , several handouts,
and guidelines on how to run the group.
The course fee has also been reduced to $5.00.
I will be at the first session and myself or another leader will come to
the fourth session and the last session,
I hope you are still interested in joining the course. There will be
15-20 other people and you will probably find that you will learn as much
as you would with a leader.
If you decide for any reason not to join the course, please let me know
as soon as possible. Ring 798-150, ext 810.
Hope to see you in September.
Marjorie Manthei
Course Coordinator
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ASSERTION TRAINING COURSE
Welcome to the course.
Dates
:
Wednesdays, 17 September to 22 October (six weeks)
Time
:
7.30 to 9.00 p.m.
Place Christchurch Polytechnic, Room D218 (see map on
reverse)
.
Parking
:
The Student Car Park is directly across from the
Sports Hall (see map)
.
Fees
:
$5.00 (includes copy of the book Positively Me).
This fee is not reducible for re-enrolees as none
of the fee goes to the Student Association.
Enrolment will be completed during the first session.
Please bring exact change, or pay be cheque.
What to bring: Enclosed are two questionnaires which we would like
you to complete and bring with you. Do as much as
you can, but come whether they are completed or not!
Also please bring a pen and some paper and your course
fee.
Looking forward to seeing you. Please let us know if you decide not
to attend as there is a waiting list (798-150, ext 844).
Thank you.
Marjorie Manthei
Course Coordinator
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DEPARTMENT OF ART & COMMUNITY STUDIES
QUESTIONNAIRES
The enclosed questionnaires were written by me in the hopes of obtaining
information to help us improve the assertion courses. If you don't
understand any of the questions or can't think of an answer, just skip
it. It will not make any difference. If you can't complete them, PLEASE
still come to the course. This is an "extra" and is not part of the course
itself. We will still want to see you at the first session even if you
don't have the questionnaires completed.
I would appreciate you trying to complete as much of them as possible,
though, as it will help me.
Thank you
Marjorie Manthei
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ASSERTION TRAINING ENROLMENT FORM
Some of these questions are for our records, others are for the
Department of Education. We would appreciate it if you would answer
all questions as completely as possible.
Thank you.
1
.
FULL NAME
:
(Surname) (First Name) (Second Name)
2.
HOME ADDRESS: (Street)
(City & Zone)
3. HOME PHONE:
BUSINESS PHONE:
4. MARITAL STATUS:
5. DATE OF BIRTH:
(Day) (Month) (Year)
6. NUMBER OF CHILDREN (If any):
7. NUMBER OF YEARS OF SECONDARY SCHOOLING YOU COMPLETED:
NAME OF LAST SECONDARY SCHOOL ATTENDED:
8.
NUMBER OF YEARS ATTENDED AT UNIVERSITY OR TEACHERS COLLEGE:
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QUALIFICATION OBTAINED:9.
OTHER EDUCATION OR TRAINING COMPLETED:
10. PRESENT EMPLOYMENT:
Full-time Part-time
11. HAVE YOU ENROLLED FOR, AND PAID FOR, ANY OTHER POLYTECHNIC COURSE
THIS YEAR?
Yes No [[]
12. HAVE YOU EVER ATTENDED A COURSE HERE IN THE PAST EIGHT YEARS?
Yes No
13. HAVE YOU ATTENDED ANY OTHER ASSERTION TRAINING OR SIMILAR COURSE
HERE OR ELSEWHERE?
Yes No
14. HOW DID YOU HEAR ABOUT THIS COURSE?
Newspaper ad
Newspaper article
Brochure
Word of Mouth
Other (please explain)
:
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CHRISTCHURCH POLYTECHNIC
Dear
According to our records, you were unable to attend the last session of
the assertion training course. Because we are very interested in learning
how people reacted to the course and what was learned, your opinion is
valuable.
Could you please complete the two questionnaires you previously completed
(enclosed)
,
using the same identification mark you put on before ? Please
do not use your books or papers to write any of the assertive responses;
leave blank any you can't answer.
An evaluation form is also enclosed. The directions are on the first page
and I hope they are clear.
Please return all three forms in the envelope provided.
There is not usually this much "paperwork" involved in Polytech courses,
but we have decided to look more closely at our assertion courses this
year.
I would like to thank you in advance for helping us do this.
If you have any questions about completing the forms, please ring
Irene Malcolm (585-793) for assistance.
Marjorie Manthei
Course Coordinator
CHRISTCHURCH POLYTECHNIC
P.O. Box 22095 CHRISTCHURCH
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ASSERTION TRAINING COURSE
Dear Former Course Member:
According to our records, you enrolled in an assertion training course this
year, but did not attend or did not continue attending the course.
We would appreciate your anonymous comments about the reasons for not
attending. We hope that such comments will help us improve all of our
courses
.
1.
What was the reason (or reasons) you decided not to continue the assertion
training course? Tick as many as apply.
time of day inconvenient disapproval from others
location inconvenient transport problems
change in family or work
commitments
course not what I expected
forgot teaching methods not what
I expected
Other reasons: Please specify.
2.
Do you plan to enrol in another assertion training course here at a
later date?
yes no don't know yet
3.
If you attended any of the sessions of the course, what was your
impression of
the course content?
the course leader(s)?
the grov»p itself?
A. Any further comments would be appreciated. Use the reverse side if
more space needed.
Thank you very much . Please return in enclosed envelope to Marjorie Manthei
at the above address.
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CHRISTCHURCH POLYTECHNIC
August 1980
TO ALL MEMBERS OF THE "LEADERLESS"
ASSERTION TRAINING GROUP
4 June to 9 July
Thank you very much for participating in what was a trial run in "teach
yourself" classes at the Polytech.
Your comments on the evaluation form and the results of the two questionnaires
have given us ideas of how to make such groups work better. We will be
trying them again in the third term but with more organisation.
Most of you said you would have preferred a course leader, so we are making
the following offer:
TWO FREE SESSIONS ...
WITH A LEADER
Wednesdays, 17 September and 24 September
1.15 to 2.45 p.m.
Room D218
Content - according to your preferences,
as below.
Course Leader: Marjorie Manthei
Would you like to join? If so, tick the topic, or topics, you would most
like to see covered and send to me, or ring 798-150, ext 810.
Marjorie Manthei
Head of Department of Art & Community Studies
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To : Marjorie Manthei
P.0. Box 22-095
Christchurch
I will be coming to one or both sessions with a leader.
1 would like the following topics covered: (Tick as many as you want)
What is assertiveness?
What right do we have?
Giving and receiving criticism
Giving and receiving compliments
Making and refusing requests
Assertive conversation skills
What about not being assertive?
NAME:
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APPENDIX IV
COURSE OBSERVATION SUMMARIES
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OBSERVATION OF COURSE 1 ; Two Consumer Teachers as Leaders
Introduction
Giving and receiving compliments (10 minutes)
Topics Covered
1. Self awareness: used Highlights handout in groups of 4.
Discussed personal qualities in pairs (50 minutes)
2. Persistence: covered Broken Record technique (30 minutes)
Participation
I liked the way the leaders very readily became members of the group.
In one of the exercises, a leader was appointed for each of the groups.
They reported findings back to the entire group with Kay making final
summary.
A very pleasant room and morning tea provided also added to full parti-
cipation.
Interest Level
Interest was high. Only one member was quiet and she made progress in
the small groups. Group work was lively and used very well.
The frequent checking out with the meaning of assertiveness and referring
to posters contributed to a steady level of learning. There was a suit-
able level of "nudging along" by the leaders and the group was well
motivated.
Atmosphere
The spirit of friendliness in the group was my overall impression. They
were very relaxed and seemed so pleased to be with each other. They were
eager to volunteer and there was no hesitation with practicing the skills.
There was a real vitality about the group; benefits from supporting each
other obvious.
Leaders Warmth/Personal Qualities
Both leaders were very responsible and capable. They modelled clearly
and well and could closely identify with members and their situations.
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Their directions to the group were quiet and consistent. Jan's tendency
to re-state Kay's contributions may have added too many words at times.
Jan may be more comfortable teaching on her own—at times she may have
come across too strong.
Areas Needing Improvement
1. More systematic going over the steps of the skill being taught; more
help in sorting out into small groups.
2. Overlapping with leadership—important to sort out each other's role.
Jan needs to appreciate the importance of listening as well as
leading.
Teaching Preparation
Seemed carefully done: boardwork and posters were bold and were used
effectively. Also books, journals and brochures brought.
Leaders Comments
Kay was pleased with the lesson and the enthusiasm shown by the group.
The only quiet member had joined in with discussion that morning for the
first time. Homework was very well done. Jan was pleased with the
positive response to the tape used.
General Comments
The detailed planning, the concern and caring for members' reactions to
the course had obviously resulted in a very strong group feeling.
OBSERVATION OF COURSE 2: Self-Help Group
Introduction
Revision of compliments (30 minutes)
Topics Covered
1. Persistence (30 minutes)
2. Compromise (20 minutes)
3. General Discussion (10 minutes)
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Participation
In the entire group, 4 or 5 members were quick to participate; others
held back. In small groups, most participated well. They tended to
discuss situations instead of practicing the skills.
Interest Level
Over half of the group were quiet and slow to be involved. However,
interest was there and obvious in group work. 3 or 4 members dominated
open discussions and showed a real interest in the topic.
Atmosphere
The group was spontaneous and friendly. Everyone was having a chance to
say what they thought but the same 4 or 5 were really controlling the
group. The atmosphere was eager rather than friendly. Names were not
used.
General Comments
Group members readily discussed their opinions and feelings about the
self-help group. 4 were happy with it, 3 said they were unhappy. The
rest were non-committal. My feeling was that they were unsure of how they
were getting on. That they thought they had a disadvantage and were missing
out. Actually they were alert and extending themselves perhaps more than
the average group. The dominant members might have had a subduing effect
on the others.
OBSERVATION OF COURSE 3; One Professional Leader
Introduction
Revision of homework; reminder about journals (10 minutes)
Topics Covered
1. Criticism (20 minutes)
2. Constructive Criticism (15 minutes)
3. Practice time (15 minutes)
Reporting back (15 minutes)4.
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Participation
was hesitant. 4 or 5 members usually answered or asked
questions; one member often clarified for the group; another asked for
examples. Half didn't participate in the full group, but in groups of
three, most participated. Members didn't mix very well; friends stayed
with friends and men with men.
Interest Level
Was not obvious. Members did not readily volunteer their own situations
or problems, but they came to life in pairs and small groups. There
seemed a reserve among group members. Name tags were mostly absent and
therefore names not used much. Group members seemed to be there as individ-
uals
.
Atmosphere
A very quiet group; serious. Friendly only in patches. It was not obvious
whether people were following or understanding. The blackboard seemed
to be a barrier to interaction despite the leader's good voice and encou-
raging manner.
Leaders Warmth/Personal Qualities
The leader showed real concern and reaching out to the group. Her manner
was bright and pleasant and encouraging. The lack of response from the
group often left her with the blackboard as her communicating medium.
Areas Needing Improvement
1. More use of direct questioning may have stimulated the quiet ones.
2. Fuller explanation of the skills covered and supervision of practice
time may have made more impact.
3. Use of examples when introducing skills would help members identify
with what was going on.
4. More use of nametags,
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Teaching Preparation
The leader seemed prepared but did not use additional resources such
as tapes, examples, models, role plays, etc.
Leaders Comments
She felt that the lesson was heavy and the members wooden.
General Comments
The lesson was taught clearly with explanations given simply and directly.
If group members had gotten to know each other initially, practice sessions
may have been more valuable. More examples of the use of the skill
covered could have been given.
OBSERVATION OF COURSE 4: One Consumer Teacher
Introduction
Review of compliments; examples of peoples' successes over the past week;
journals collected (10 minutes)
Topics Covered
1. Self awareness: Highlight sheets discussed in two groups. (30 minutes)
2. Persistence: Broken Record technique (35 minutes)
Participation
Generally good; one over talkative person. Three older nuns and one young
man in the group—all seemed well accepted and popular. One woman spoke
for the first time. There was full involvement while doing the Highlight
sheet; a really happy experience.
Interest Level
Ready to learn, attentive. Level of interest could be raised by more
direct input from the leader and more examples given. The overall picture
needed to be drawn in greater detail.
Atmosphere
Very friendly greetings before class began. Members relaxed and eager to
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learn and accepting of each other. Freely used names. Room comfortable
and very good shape and size for interacting. They seemed a bonded group
and in touch with each other.
Leaders Warmth/Personal Qualities
Leader has a quiet pleasant manner and easily gave individual attention.
Listened well and was encouraging. Used questioning with the group.
She shared the leadership role and was very personable. At times more
emphasis needed for certain points and questions could be asked more
directly.
Areas Needing Improvement
1. The leader could have moved the group along more by more direct
questioning.
2. More emphasis on explanation and steps of the techniques being
covered. Teaching skills of introducing, explaining, summarizing a
topic lacking.
Teaching Preparation
Very thorough: room attractive with posters. At entrance was a table
with book display, courses offered, etc. Used handouts and nametags.
Leaders Comments
The leader commented that the group was better than last week and was
pleased with the lesson, especially that the one silent woman finally
spoke up. She would have liked more teaching time on persistence but
will revise and restate next week. She enjoyed the group and was
pleased with the spirit of togetherness.
General Comments
I was impressed with the cohesion of the group - the caring and friend-
ship and ready smiles; proof of early groundwork. I think they are
ready to be given "more meat" and some were already reading books on
their own. They also seem ready for more firm handling by the leader.
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OBSERVATION OF COURSE 5: Two Professional Leaders
Introduction
Review of homework: discussion of refusals and requests (15 minutes)
Reminder about journals
Topics Covered
1. Self awareness (20 minutes)
2. Giving and receiving compliments (35 minutes)
Participation
In large group with leaders they were quite good; no one dominated.
There were 4 or 5 quiet members. More involvement when leaders were using
the blackboard. They seemed to stay at a surface level when in small
groups with each other.
The best participation was when they were divided into two groups each with
one leader.
Interest Level
Seemed very high. Interest is stimulated by progression of simple steps
and explanations. The warm sincerity and involvement of the leaders
with the members gave them support in the lesson from beginning to end.
Members quick to be involved in the different exercises.
Atmosphere
Venue is an old schoolroom and was cold and austere. The group was
friendly, although names not used. It did seem that several members
were shy with each other.
Leaders Warmth/Personal Qualities
The leaders complement each other well. Their voices are very good,
quiet but encouraging. They are very ready to listen, rephrase, restate
and affirm contributions from members. They were fully involved and
used time and opportunities ideally.
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Areas Needing Improvement
Interactions might be improved if leaders shared the leadership with
the group more or by using questioning more directly or by redirecting
questions back to the group. Members interacted with the leaders more
readily than with each other.
Teaching Preparation
Very thorough and thoughtful: lesson proceeded by simple steps with
opportunity offered for involvement along the way.
Leaders Comments
Were disappointed by absence of several members and some reticence in
the group
—
perhaps because of the absence of more dominant people or
maybe because of visit of me!
General Comments
I enjoyed visiting this group and seeing good handling of the group and
very good teaching. I was impressed with the tying in of self awareness.
The whole session seemed to go well and be "wrapped up" nicely.
OBSERVATION OF GROUP 6: Self-Help Group
Introduction
Members asked to introduce themselves and define assertiveness (10 minutes)
Review of compliments and compliments given among members (10 minutes)
Topics Covered
1. Persistence (45 minutes)
2. Compromise (10 minutes)
3. Why is it difficult to refuse requests? (15 minutes)
Participation
There were subgroups operating 5 one man was isolated and scarcely spoke
at all. One talkative lady dominated and 3 others often chatted among
themselves while someone was talking. Most of them spoke up at one time
or another.
219
Interest Level
Medium. Some members were puzzled, others well motivated.
Atmosphere
Cool. The group was not very friendly or accepting. Members had not
bonded and there was little use of names. There seemed little concern
for each other. The talkative lady was a cooling effect.
General Comments
They were not ready to role play or practice skills. It seemed they
had formed the habit of reading the situations from their books and talk-
ing about them rather than acting them out. Half of the group said they
wanted a leader at all sessions. Another member said she had already
read about persistence and was angry that we repeated it this week. Two
members didn't like changing groups to discuss skills/issues, while two
others said they didn't like staying with the same people. They just
didn't seem to have worked out a system or to be able to compromise with
each other.
OBSERVATION OF GROUP 7: One Professional Leader
Introduction
Review of homework (compliments) ; discussion of embarrassment factor
(10 minutes)
Topics Covered
1. Listening exercise in pairs (15 minutes)
2. Practice asking for what you want (10 minutes)
3. Explanation of Broken Record technique and practice (50 minutes)
Participation
Good; quick to reply to questions and to work in pairs. Most participated
in the entire group. There was one male and he seemed comfortable and
involved.
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Interest Level
High, eager to participate and keen to learn.
Atmosphere
Friendly and cooperating, relaxed yet busy.
Leaders Warmth/Personal Qualities
She seemed very close to the group and personable. Very careful handling
of each member and every effort made to express herself simply and in a
straightforward way to help members be in charge of themselves.
Areas Needing Improvement
1. Sometimes the directions might have been given a bit too directly and
simply and members were unsure what they were, to do. Perhaps explana-
tions could be expanded on.
2. A discussion over an issue concerning one member was lengthy and
practice time was therefore short.
3. Some of the group chatted in their groups instead of practicing the
skill—the leader needed to get around to each group more but that
is the difficulty with only one leader.
4. Name tags worn by everyone would have helped leader and members be
more personal.
Teaching Preparation
The lesson seemed to be well planned and it was worked through coherently.
Leaders Comments
The session was OK; was encouraged by the responses and progress from
the group, especially from the quiet members.
General Comments
This group was enthusiastic in the entire group and when working in pairs.
They smiled easily and seemed relaxed, though they seldom called each other
by name. A firmer handling was needed when practicing to lessen the chat.
The leader was alongside the group and seemed to identify well with them
in a very easy, close manner.
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OBSERVATION OF GROUP 8; Self-Help Group
Introduction
No homework had been done; two members shared an experience from the
previous week. Each member then told the others what they were gettingfrom the course. (30 minutes)
Topics Covered
1. "I" statements (10 minutes)
2. Criticism: giving and receiving (60 minutes)
Participation
Quite good involvement. Most participated by volunteering information or
answering questions; several asked questions.
Interest Level
Was high. A discussion on hearing the words rather than the feelings
behind a criticism was good. There was good clear responses to what had
been covered previously. They seemed contented.
Atmosphere
Was caring, though no reference to members’ names. Some developed
points made by others.
General Comments
This was a friendly group, well motivated. No one held back or distracted.
They seemed to have formed into a group and worked well together. There
was no word of having felt disadvantaged by being a self-help group. They
accepted their group as it was and seemed to enjoy their independence.
They did want to know if they were at the level expected from a group
studying assertiveness for four weeks, however.
OBSERVATION OF GROUP 9: Two Consumer Teachers
Introduction
Using open-ended questions in pairs (10 minutes)
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Review of homework: compliments (5 minutes)
Discussion of highlights sheet (5 minutes)
Topics Covered
1. Broken Record (20 minutes)
2. Reasons for difficulty in refusing requests (20 minutes)
3. Practice saying "no" (25 minutes)
4. Compromise (5 minutes)
Participation
In entire group, 8 members participated; others seemed to be actively list-
ening and commented on what was said. In small groups, very good involve-
ment and use of time. Most were ready to roleplay and quickly got on to
it. There were a few passive ones.
Interest Level
Most members offered their own situations and problems as examples. They
seemed keen, alert and interested.
Atmosphere
Friendly with a good feeling about it. Members seemed relaxed with each
other and shared readily. There was an easy interchange between the
leaders and members and obvious acceptance of each other.
Leaders Warmth/Personal Qualities
Both leaders have a quiet manner but are outgoing. There was a very
comfortable feeling between them. Their explanations were careful and
direct and they reinforced members' comments. They worked hard to involve
everyone and succeeded at this. They were accepting and seemed to enjoy
themselves.
Areas Needing Improvement
The steps in the skill being covered were suggested rather than clearly
stated, repeated, revised, etc. Again, there was a tendency to chat about
the skill and situations rather than get into the actual roleplay situation
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when left on their own.
Teaching Preparation
They seemed well prepared. The leadership function was shared between
them and each knew what part she was to cover.
Leaders Comments
Both leaders agreed that the lesson had had a slow start. One commented
that the session overall was "super". The other was pleased with
members' progress and how their degree of interest had kept high.
General Comments
This is an "even" group with no domination by any one member. The men
gave good imput. There is good humor and interest in each other.
Attendance is very good by looking at the register. The general impression
is that they were enjoying their new learning.
APPENDIX V
DEVELOPMENT OF INSTRUMENTS
"Assertscale" Questionnaire
Situations in original 66-item
questionnaire
Table 37: Correlations of "Assertscale"
Items with "Assertscale" Total Score
(n-111)
Final 30-item "Assertscale"
Table 38: 2x4x6 Descriptive Model of
30-item "Assertscale"
"Situations" Test
Situations included in test
Scoring guide
Journal
Course Evaluation
Itemized Response Evaluation method
Evaluation form
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1 .
2 .
3.
A.
* 5.
6 .
* 7.
8 .
* 9.
* 10 .
* 11 .
* 12 .
* 13.
* 1A.
15.
16.
17.
* 18.
* 19.
20 .
21 .
SITUATIONS INCLUDED IN ORIGINAL 66-ITEM QUESTIONNAIRE *
Expressing your opinion in a large, formal class.
Accepting a compliment from someone of your same sex about something
you have done.
Turning down a request for a meeting/date made by a person of the
other sex.
Asking a professional (doctor, solicitor, teacher, etc.) for
information.
Complimenting someone of your own sex about his/her physical
appearance
.
Resisting sexual advances from someone you know well.
Entering a room filled with people of your own sex.
Rejecting criticism from someone you don*
t
know well.
Ignoring criticism from someone you know well.
Asking a question in a large, formal class or meeting.
Asking someone of your own sex to do something for you.
Accepting criticism from someone you know well.
Asking someone you know well to return a borrowed item to you.
Turning down a request for a meeting/date made by a person of
your own sex.
Asking someone you know well to do something for you.
Telling a joke or anecdote to a group you know well.
Refusing a request made by someone you know well when you don’t
have a definite reason for refusing.
Starting a conversation with a new acquaintance of the other sex.
Accepting a compliment from someone of the other sex about something
you have done.
Refusing to lend money to someone you know well.
Telling someone you don’t know well that he/she is doing
something
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that bothers you.
* 22. Ignoring criticism from someone of the other sex.
23. Complaining to a restaurant or store manager about the price of
something you wish to buy.
24. Complimenting someone of your own sex about something he/she has
done
.
* 25. Expressing your opinion in a small, informal class or meeting.
26, Criticising someone you don 1 1 know well about something he/she
has done to you.
* 27. Accepting criticism from someone of your own sex.
* 28. Complimenting someone of the other sex about his/her physical
appearance,
* 29. Telling someone of your same sex that you are sorry about something
you have said.
30. Accepting a compliment from a person of your own sex about your
physical appearance.
31. Maintaining eye contact when talking with someone of your own sex.
32. Refusing to lend money to someone you don* t know well.
* 33. Accepting criticism from someone of the other sex.
34. Criticising someone you know well about something he/she has
done to you.
* 35. Refusing a request from someone you know well when you have a
definite reason for refusing.
36. Making a telephone call to a business firm or institution to ask
for information.
37. Expressing affection to someone of the other sex.
* 38. Telling someone you know well that he/she is doing something that
bothers you.
* 39. Asking a question in a small, informal class or meeting.
40. Making sexual advances toward someone you don’t know well.
* 41. Starting a conversation with a new acquaintance of your own sex.
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42. Accepting criticism from someone you don’t know well.
43. Taking back defective merchandise to a store.
* 44. Asking someone of the other sex to do something for you.
* 45. Expressing anger to someone of your same sex.
* 46. Taking back merchandise to a store when you have changed your
mind about the purchase.
47. Refusing a request from someone you don* t know well when you have
no definite reason for refusing.
48. Telling a joke or anecdote to a group you don'
t
know well.
* 49. Entering a room of people filled with people of both sexes.
50. Resisting sexual advances from someone you don't know well.
51. Not apologising even when you know an apology is expected.
52. Maintaining eye contact when talking with someone of the other sex.
53. Criticising someone of your own sex about something he/she has
done to you.
54. Making sexual advances towards someone you know well.
55. Refusing a request from someone you don’
t
know well when you have
a definite reason for refusing.
* 56. Questioning the accuracy of the amount of change you have received
from a purchase.
57. Expressing anger to someone of the other sex.
* 58. Accepting a compliment from someone of the other sex about your
physical appearance.
59. Asking someone you don’
t
know well to return a borrowed item to
you.
60, Complimenting someone of the other sex about something he/she has
done.
* 61. Criticising someone of the other sex about something he/she has
done to you.
62. Asking someone you don'
t
know well to do something for you.
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* 63. Ignoring criticism from someone of the same sex.
64. Not explaining why you have done something even when you know an
explanation is expected,
* 65. Telling someone of the other sex that you are sorry about some-
thing you have said.
* Refers to items selected for final 30-item "Assertscale,
"
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Table 37
Correlations of "Assertscale" Items with "Assertscale" Total Score
(n = lll) a
Item r Item r Item £
1 .396 23 .371 *45 .458
2 .373 24 .481 *46 .426
3 .344 *25 .437 47 .386
4 .412 26 .359 48 .400
*5 .495 *27 .478 *49 .489
6 .253 *28 .427 50 .358
*7 .444 *29 .441 51 .179
8 .331 30 .273 52 .348
*9 .461 31 .342 53 .539
*10 .481 32 .317 54 .257
*11 .498 *33 .445 55 .396
*12 .453 34 .455 *56 .438
*13 .439 *35 .502 57 .347
*14 .412 36 .252 *58 .445
15 .421 37 .370 59 .419
16 .404 *38 .532 60 .419
17 .418 *39 .501 *61 .430
*18 .415 40 .311 62 .469
*19 .488 *41 .465 *63 .552
20 .319 42 .358 64 .330
21 .325 43 .391 *65 .471
*22 .416 *44 .658 *66 .570
a£< .05 when r = .186; £< .01 when r = .243
*Items selected for 30-item "Assertscale .
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CHRISTCHURCH POLYTECHNIC
"ASSERTSCALE" QUESTIONNAIRE
The purpose of this questionnaire is to find out how people enrolled in
our assertion training courses feel in different social and interpersonal
situations. The information you provide will help us to improve existing
courses or plan new ones.
Directions
:
In the questionnaire which follows, various situations are described.
There are six possible responses for each situation, ranging from very
uncomfortable to very comfortable . Please imagine yourself in each
situation described, then think how you would probably feel in that
situation and finally (V) the column which best describes how comfortable
or uncomfortable you would feel.
For example, consider the following situations:
Situation:
very
uncomfort-
able
somewhat
uncomfort-
able
neither
comfortable
nor
uncom-
fortable somewhat
comfortable
very
comfortable
don'
t
know
1. Asking a doctor
or lawyer for
information.
2. Introducing the
guest speaker at
a meeting.
Imagine yourself in the first situation. Think about how you would
probably feel. If you would feel somewhat uncomfortable about asking
your doctor for information, you would tick the column marked somewhat
uncomfortable, as was done above. In the second situation, you may
decide that you would feel very comfortable and would therefore tick the
column marked very comfortable , as was also done above.
This is not a test and there are no right or wrong answers. We are
interested in how you would probably feel in each situation. Do not
think about each situation very long; simply tick the column which best
describes your first reaction.
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Your answers to the questionnaire will remain anonymous. Some information
about you is requested on the last page to help us use the results of this
survey.
THANK YOU VERY MUCH!
Questionnaire
Imagine yourself in each situation described below, think how comfortable
you would probably feel and tick the column which best describes how you
would feel.
Situation: o
very
o
uncomfortable
c p
somewhat
uncomfortable
neither
comfortable
nor
uncomfortable
somewhat
comfortable
very
comfortable
don't
know
1 . Complimenting someone of
your own sex about his/her
physical appearance.
2. Entering a room filled with
people of your own sex.
3. Ignoring criticism from
someone you know well
.
4. Asking a question in a
large, formal class or
meeting
.
3 . Asking someone of your
own sex to do something
for you.
1
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Situation: Column
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somewhat
uncomfortable
—
neither
comfortable
nor
uncomfortable
somewhat
comfortable
—
very
comfortable
don't
know
6. Accepting criticism from
someone you know well.
7 . Asking someone you know
well to return a borrowed
item to you.
8. Turning down a request
for a meeting/date made
by a person of you own
sex.
9. Starting a conversation
with a new aquaintance of
the other sex.
10. Accepting a compliment
from someone of the other
sex about something you
have done
.
11. Ignoring criticism from
someone of the other sex.
12. Expressing your opinion
in a small informal class
or meeting.
13, Accepting criticism from
someone of your own sex.
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Situation: Colunlr
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somewhat
uncomfortable
neither
comfortable
nor
uncomfortable
somewhat
comfortable
very
comfortable
don
't
know
14. Complimenting someone of
the other sex about his/
her physical appearance.
15. Telling someone of your
same sex that you are
sorry about something
you have said.
16. Accepting criticism from
someone of the other sex.
17. Taking back merchandise
to a store when you have
changed your mind about
the purchase.
18. Refusing a request from
someone you know well
when you have a definite
reason for refusing.
19 . Telling someone you know
well that he/she is doing
something that bothers you .
20. Asking a question in a
small, informal class
or meeting.
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Situation: Column
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somewhat
uncomfortable
neither
comfortable
nor
uncomfortable
somewhat
comfortable
very
comfortable
don
’
t
know
21. Starting a conversation
with a new aquaintance
of your own sex.
22. Asking someone of the
other sex to do some-
thing for you.
23. Expressing anger to some
one of your same sex.
24. Entering a room filled
with people of both sexes.
25. Questioning the accuracy
of the amount of change
you have received from a
purchase
.
26 . Accepting a compliment
from someone of the other
sex about your physical
appearance
.
27. Criticising someone of
the opposite sex about
something ne/she has done
for you.
28. Ignoring criticism from
someone of the same sex.
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Situation:
very
£
uncomfortable
p
—
somewhat
uncomfortable
neither
comfortable
nor
uncomfortable
somewhat
comfortable
very
comfortable
don't
know
29. Expressing affection to
someone of your same
sex
.
30. Telling someone of the
other sex that you are
sorry about something
you have said.
So that the results of this questionnaire can be used effectively, please
provide the following information
1 . Sex: Male Female
2. Age: Under 20 a 41-50
20-30 51-60
31-40 Over 60
3. Have you been introduced to assertion training before?
(in another course, through books, etc):
Yes Q No
4. Please provide an identification mark which you will remember in case
you are asked to complete this questionnaire again (examples: your name,
your initials, your mother's maiden name or initials. This can be as
confidential as you want - just remember what you use !)
Identification:
Course Starting Date and Time
THANK YOU AGAIN
!
2x4x6
Descriptive
Model
of
30-item
"Assertscale
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CHRISTCHURCH POLYTECHNIC
ASSERTION TRAINING COURSE
To help you start thinking about assertiveness, we would like you to
read the situations below and write in what you think an assertive
response might be. If you are unsure, write in anything that might be
assertive—try not to leave any blank.
PLEASE BRING THIS WITH YOU, COMPLETED, TO THE FIRST SESSION. THANKS.
1.
You bought a dress /shirt at a shop two days ago, which has already
started to come apart at the seam. On taking it back, you ask for
a refund and comment that the item was poorly made.
The salesperson says, "It looks as if you didn't follow the
washing instructions on the label... I'm sorry, I can't refund your
money,
"
An Assertive Response
:
2.
You are waiting to be picked up by a friend on the way to see a
film. Your friend is 30 minutes late, and you are annoyed because
you have missed the beginning.
Your friend says casually, "Hi, sorry I'm late, the time just
seemed to slip by."
An Assertive Response:
3.
You have been bo the doctor, and had some medication prescribed.
You ask the doctor what sort of pills they are and if they have
any side-effects.
The doctor says, "Don't worry, it's nothing dangerous. Just take
three a day as prescribed and you'll be fine."
An Assertive Response:
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4. You loaned $5.00 to a friend about two monthsbeen repaid. You aren't even sure If she/he
had lent it.
ago, and haven't
remembers that you
An Assertive Response:
5. You are talking with a group of people at a party. One person
says, I think women with children who work full-time are irre-
sponsible. It's the children who suffer."
You (or your wife/partner) have a full-time job and children. Youdo not agree, but do not know these people very well.
An Assertive Response:
You have just attended a public meeting and wish to compliment the
main speaker. After the programme, however, the speaker is surrounded
by other well-wishers and colleagues.
An Assertive Response:
_
7. Your spouse/partner goes silent and although you have no idea why,
you think she/he is irritated about something.
An Assertive Response:
8. An acquaintance who hasn't seen you for awhile says how nice you
look and asks what you have done to yourself. You don't think any-
thing is different.
An Assertive Response:
9. A neighbour hears that you are attending an assertiveness training
course and says, half-joking, "Aren't you aggressive enough already?"
An Assertive Response:
10. You have told your child (or one you are babysitting for) that it is
time for bed, but he/she is still finding excuses to stay up "five
more minutes ,
"
An Assertive Response:
Identification Code:
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SCORING GUIDE: ASSERTIVE RESPONSES TO "SITUATIONS" TEST
General Instructions
1. Unless stated otherwise through punctuation or other directions to
the reader, assume all responses are made in a neutral voice.
2. Decide first which categories (Passive, Indirect, Aggressive,
Assertive) can be eliminated for each response.
3. Read Guidelines and Descriptors (below) and match response to one
of the remaining categories.
Descriptors
Assertive (A)
:
Aggressive (Ag)
:
Passive (P)
:
Indirect (I):
Direct, honest, appropriate to the situation;
consistent with one of the skills taught.
Inappropriate to the situation, i.e., escalating
the situation through use of unnecessary force,
emotive words, threats (implied or real) or rude,
condescending, blunt, violation of others' rights
or use of sarcasm.
Ignoring the situation or the conflict or
weakening the statement/request made with exces-
sive apologies, excuses, explanations, etc. or
giving in without trying, taking the blame.
Unclear or disguised statement/request; hints;
white lies; saying one thing and meaning another
or coy, flippant remarks which fall short of
being aggressive.
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Not Answered (NA)
:
Two Responses Given:
Judge unsure between
two Categories
:
Judge unsure
:
No response given or denial of the situation;
other explanation given for not writing a reply
or vague indication of what would be done, but no
actual response given.
Score both with and between. Response must be
clearly classified as two distinct possibilities.
Score both possibilities with or between.
Put ? on score sheet but use sparingly.
Guidelines for Assertive Responses
Situation 1 (returning goods) : Broken record technique o£ request to
see manager.
Situation 2 (late friend) : Statement of annoyance or alternatives
suggested/request for future promptness.
Situation 3 (information needed) : Broken record technique or statement
of right to the information requested.
Situation 4 (repayment of loan) : Reference must be made to the loan and
and being repaid.
Situation 5 (giving an opinion): Most statements of opinion would be
classified as assertive.
Situation 6 (thanking a speaker): Thanking the speaker, even in writing.
Situation 7 (silence): Offer to discuss problem or statement of
reaction to the silence.
Situation 8 (compliment): Questioning skill used; compliment must
be acknowledged regardless of other comments made in order
to be
classified as assertive .
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Situation 9 (neighbor's comment): Agreeing skill used or statement of
disagreement and explanation of assertiveness.
Situation 10 (bedtime) : Broken record technique or appropriate warning
of future action if such a warning is not a threat.
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ITEMIZED RESPONSE EVALUATION
Purpose : The IR Evaluation is a technique for periodic feedback and
evaluation during the course of a training program. The technique is
aimed at providing a simple format that is quick and easy to use, that
is positive, reinforcing, and avoids defensive reactions, and that engages
everyone in looking at identified weaknesses in more constructive terms
of problems that need to be solved.
The technique serves as an aid to communication between participants
and trainers, and to an increased sense of participation in the training
enterprise. It can give the trainer (s) a sense of the participants'
assessment of the training program in general up to that point, or their
assessment of specific components, such as methods, content, aids and
other elements. It naturally leads into a remedial action or improvement
orientation.
Description : The first essential aspect of this technique is that
participants, as evaluators, must begin by identifying and itemizing
what is positive, or has worked well, in regard to the program or one
of its components. This list is extended as much as possible. Partici-
pants then make a second itemization, listing weaknesses in terms of
"problems to be solved" in order to improve the training. Thus, rather
than "training schedule is poor," it is listed as "how to improve schedu-
ling."
This technique may be used as an individual written format, or as
a group process, according to the following example;
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Step #1: Using a blackboard or large pad where information is
available to all, the recorder (trainer or participant) divides the
board or writing surface in half. One side is headed "Positive aspects,
or what went well," and the other "Problems to be solved."
Step y/2: Recorder starts listing on the positive side the items
suggested by participants. Items are listed in a brief form of a few
suggestive words, and this is done as quickly as possible. Recorder
may encourage group to stretch to find something else if only one or two
items are mentioned. Another alternative is to go around the room to see
if each person has something to add.
Step #3: Recorder does the same for the "Problems to be solved"
side. While a short form of the problem may be listed as a statement,
if the problem is listed as "How to ...", a more constructive and
problem-solving stance is encouraged. This is also less threatening for
the person (s) who might be identified with the problem. Here the recorder
may have to help the person noting a problem to rephrase.
Optional Step: Prioritize. Group or individuals indicate what
they see as the most important strengths and problems.
Notes to Trainers : This technique has been derived from an aspect of
the Synectics problem-solving sequence, and modified for use as an eval-
uation/feedback device for formative purposes of in-course program
improvement. Any number of additional modifications or adaptations are
possible, depending upon your objectives and the group.
Particular attention has to be given to holding people to the
positive side first and long enough to do justice to it. This is a
building process that can identify the strengths that should
be continued
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or repeated.
In addition to the option of setting priorities, the trainer may
want to take this exercise into a planning phase. For example, a sub-
group could meet to take priority items and see how they could be
reinforced (if possible) or how they could be solved (if problems) in
the next phase of the training program.
Howard Steverson
David Kinsey
University of Massachusetts
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CHRISTCHURCH POLYTE C H N I C
ASSERTION TRAINING COURSE
We are trying to evaluate the Assertion Training courses offered at the
Polytechnic. Your reaction to the course is a valuable addition to the
information you have already provided.
Eight aspects of the course have been selected for your comments, e.g.
the course leader(s), the handouts given, the examples used, ,your personal
gains.
Several words and their opposites have been chosen to describe each aspect
of the course. A scale of 1 to 7 has been
^
provided for you to give your
opinion.
Example: COURSE LEADER
1. Pleasant Unpleasant
i © 3 4 5 6 7
2. Enjoyable Unenjoyable
1 2 3 © 5 6 7
3. Uninteresting Interesting
I 2 3 4 5 O' ©
In the above example, the course leader has been described as quite pleasant,
neither enjoyable or unenjoyable, and very interesting.
Please note that some of the positive words are on the left side and some
on the right; and vice versa with the negative words. This is to encourage
you to think before marking each one instead of marking everything either
positive or negative. I hope it is not too confusing.
I realise you have been asked to complete a number of forms and I appreciate
your co-operation. Please send this evaluation, with the completed question-
naire, in the envelope provided within the NEXT FORTNIGHT .
Marjorie Manthei
P.0. Box 22-095
CHRISTCHURCH
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CHRISTCHURCH POLYTEC H N I C
Department of Art and Community Studies
ASSERTION TRAINING COURSE
EVALUATION
COURSE: DATE: TIME:
YOUR IDENTIFICATION CODE:
COURSE LEADERS (If two leaders, use .both rows of numbers. Indicate in
the margin which row refers to which leader)
1.
2 .
3 .
4 .
5 .
6 .
Organised
1 2 3
1 2 3
4 5
4 5
Disorganised
6 7
6 7
Leader’s
name
Leader’s
name
Uninspiring Inspiring
1 2
1 2
3 4 5 6 7
3 4 5 6 7
Assertive Unassertive
1 2 3
1 2 3
4 5 6 7
4 5 6 7
Sensitive
to others
1 2
1 2
Uninformed
1 2
1 2
Confusing
1 2
1 2
3 4 5
3 4 5
3 4 5
3 4 5
3 4 5
3 4 5
Insensitive
to others
6 7
6 7
Well informed
6 7
6 7
Clear
6 7
6 7
N.B. See "Leaderless" version, following.
HANDOUTS, TEACHING AIDS, BOOKS USED
7. Sufficient12 3 4
8. Uninteresting12 3 4
9.
10 .
Irrelevant
1 2
Well written
1 2
PRACTICE TIME
11 .
12 .
13.
14.
Sufficient
1 2 3
Unhelpful
1 2 3
Unenjoyable
1 2 3
Well organised
1 2 3
DISCUSSION TIME
15.
16.
17.
18.
Sufficient
1 2 3
Unhelpful
1 2 3
Unenjoyable
1 2 3
Well structured
1 2 3
’
’HOMEWORK 11 (if any )
19 . Irrelevant
1 2
Insufficient
6 7
Interesting
6 7
Relevant
6 7
Poorly written
6 7
Insufficient
6 7
Helpful
6 7
Enjoyable
6 7
Poorly organised
6 7
Insufficient
6 7
Helpful
6 7
Enjoyable
6 7
Poorly structured
6 7
Relevant
6 7
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20. Sufficient Insufficient
1 2 3 4 5 6 7
21. Unhelpful Helpful
1 2 3 4 5 6 7
22. Clear Confusing
1 2 3 4 5 6 7
ASSERTIVE SKILLS
23. Well covered Poorly covered
1 2 3 4 5 6 7
24. Unhelpful Helpful
1 2 3 '4 5 6 7
25. Sufficient Insufficient
1 2 3 4 5 6 7
26. Not useful Useful
1 2 3 4 5 6 7
COURSE ATMOSPHERE
27. Unfriendly Friendly
1 2 3 4 5 6 7
28. Positive Negative
1 2 3 4 5 6 7
29. Active participation Poor participation
1 2 3 4 5 6 7
30. Tense Relaxed
1 2 3 4 5 6 7
YOUR PERSONAL GAINS (No' change would be shown by circling 4)
31. More confident Less confident
1 2 3 4 5 6 7
32. Less assertive More assertive
1 2 3 4 5 6 7
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33. Less self aware More self aware
1 2 3 4 5 6 7
34. Closer to others More distant to others
1 2 3 4 5 6 7
35. More respected
by others
Less respected
by others
1 2 3 4 5 6 7
36. More aggressive Less aggressive
1 2 3 4 5 6 7
OVERALL EVALUATION
:
1 . What were the strong points of the course?
2. What areas needed improvement?
3. What were the strong points of the courseleaders?
N.B. See "Leaderless" version, following.
4. What areas needed improvement?
Thank you for your help!
Send in provided envelope with questionnaires to: Marjorie Manthei
P.0. Box 22-095
CHRISTCHURCH
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"LEADERLESS 11 VERSION
LEADERLESS GROUPS: (Use the first row to evaluate the leaderless
sessions and the second for the sessions with
a leader)
1. Organised12 3 412 3 4
2. Uninspiring12 3 412 3 4
3. Assertive12 3 412 3 4
4. Sensitive to others12 3 412 3 4
5. Uninformed12 3 412 3 4
6 . Confusing12 3 412 3 4
OVERALL EVALUATION :
1. What were the strong points of the course?
2. What areas needed improvement?
3. What were the strong points of the "leaderless" group?
4. What areas needed improvement?
Thank you for your help!
Send in provided envelope with questionnaires to: Marjorie Manthei
P.0. Box 22-095
CHRISTCHURCH
5
5
5
5
5
5
5
5
5
5
5
5
Disorganised
6 7
_
6 7
Leaderless
Leader
Inspiring
6 7
6 7
Unassertive
6 7
6 7
Insensitive to others
6 7
6 7
Well informed
6 7
6 7
Clear
6 7
6 7
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APPENDIX VI
RAW DATA
Key to Tables 39-41
Table 39 : Demographic Data and
Raw Scores of In Study Subjects according
to Experimental Group
Table 40: Demographic Data and
Raw Scores of Out of Study Subjects
according to Experimental Group
Table 41; Two-tailed Correlation
Matrix of All Variables (n=96)
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KEY FOR TABLES 39 -A 1
Sex: 1 = Male 2 = Female
Age: 1 = Under 20
*
4 = 41-50
2 = 20-30 5 « 51-60
3 = 31-40 6 = Over 60
Previous Experience with Assertion Training: 1 = Yes 2 = No
Time of Course: 4 = Morning 5 = Afternoon 6 = Evening
Class: Each designates a separate class in chronological order
Evaluation Variables: Lead. = Leadership (items 1-6)
Org. = Organisation (items 11-18)
Skills = Coverage of skills taught
(items 7-10, 19-26)
Atmos. = Course atmosphere (items 27-30)
Gains = Personal gains from course
(items 31-36)
- = Missing data
Demographic
Data
and
Raw
Scores
of
In
Study
Subjects
according
to
Experimental
Group
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Journal
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Gains
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